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ADJUSTMENT ISSUES AS STUDENTS TRANSITION FROM HIGH SCHOOL TO THE
DOMINICAN REPUBLIC'S FIRST COMMUNITY COLLEGE

Alexandra Julia Garcia Munoz, Ph.D.
Western Michigan University, 2020
The vision statement of the first community college in the Dominican Republic (DR)
notes that it is “an institution of higher technical level aimed at offering opportunities for
development, forming competent, ethical and innovative professionals through a relevant
curriculum assuming a solidarity integration with business and social sectors" (Instituto Tecnico
Superior Comunitario [ITSC], 2012, para. 1). Each day, the institution tries to help individuals
achieve their lifelong dreams by providing a quality education so that graduates may benefit
economically, socially, and personally, and reach a better quality of life that expands those
benefits to their community, country and the whole world. Access to education is a crucial issue in
the context of the current world order, and opportunities come closer when an individual is better
educated. Parents, educators, policymakers, and both current and former high school students are
progressively more convinced that some higher education is an essential requirement for finding
balanced well-paying jobs and becoming beneficial contributors to society (Belfield & Bailey,
2011).
The purpose of this study was to identify the first-year experiences of students who attend
the DR’s first community college, many of whom are economically disadvantaged. Participants
included 396 respondents to a survey that focused on any explicit academic, social and emotional

issues these students encountered in their first year at this community college. Data were also
captured on supports these students did or did not find in the community college environment to
assist them with their post-secondary education, as well as what motivated them to achieve their
goals. The research design of this study was descriptive and cross-sectional. Descriptive statistics,
one-way between subject ANOVAs, and multiple regressions were used to analyze the data.
Results reveal that Dominican students who are non-traditional, first generation and in
their first-year community college students reported fairly high motivation levels for attending
college and levels of self-esteem, and medium levels of grit and self-efficiency. Support from
family as an individual survey item was high, while other personal supports from friends,
roommates, and their community was lower. Of all transition issues, those related to economic
issues were the highest concern, followed by about equal levels of social, academic and
emotional concerns, all of which were medium high.
Students often reported that they were not aware of support from the counseling and
student service offices, nor the opportunity to participate in extracurricular activities. Yet, for
those who did report engagement in counseling, every 1.0-point increase in such engagement
predicts a 38% increase in their reported commitment to graduate. First generation was also a
significant predictor of GPA.
These results could assist in the development of programs and practices directed toward
increasing the participation of students within community college activities during their first
year. This study recommends ideas to help support student success in this new model of
education in the DR.
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CHAPTER I
INTRODUCTION
Access to education is a crucial issue in an increasingly global world, and enhanced
opportunities exist when an individual is better educated. Parents, educators, policymakers, and
students from all economic backgrounds are convinced that some higher education, for example
a two-year community college degree, is an essential requirement for finding balanced wellpaying jobs, and becoming beneficial contributors to society (Bailey & Karp, 2003; Belfield &
Bailey, 2011). A community college is a public or private non-profit institution regionally
qualified to award the associates degree as its highest degree (Cohen, Brawer, & Kisker, 2014).
Community colleges are two-year higher education institutions that account for almost 40% of
all undergraduate enrollment in the United States (U.S.) (Bok, 2013). Community colleges
started in the 20th century and were developed to provide lower-cost schooling. They offer
academic and vocational associate degrees that represent an opportunity for people with lower
academic or economy backgrounds, or non-traditional students to access higher education (Bok,
2013; Cohen et al., 2014). A community college’s “open door” policy is very attractive in
countries like the Dominican Republic (DR), where higher education is too expensive for many,
and there are many lower income students who need to find a job quickly after completing their
education. The vision statement of the first community college in the DR notes that it is “an
institution of higher technical level aimed at offering opportunities for development, forming
competent, ethical and innovative professionals through a relevant curriculum assuming a
solidarity integration with business and social sectors" (Instituto Tecnico Superior Comunitario
[ITSC], 2012, para. 1). Each day, the institution tries to help individuals achieve their lifelong
dreams by providing a quality education so that graduates may benefit economically, socially,
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and personally, and reach a better quality of life that expands those benefits to their community,
country and the whole world.
Yet, the transition from a high school program to this institution is not easy for many
students who are first generation college students coming from very low-income backgrounds.
The purpose of this study, therefore, is to identify the first-year experiences of economically
disadvantaged first-year students, specifically in their second/third semester, who attend the
DR’s first community college. This non-experimental study can shed light into the ways that
these Dominican students experience their social emotional transitional process. The outcomes of
this study could expand the actions and efforts of the ITSC to help the target population to
achieve their goals.
Background
Students may face many issues transitioning from high school to higher education,
especially those coming from low socioeconomic setting (Goldrick-Rab, 2010). It is extremely
important to ensure that all individuals have access to higher education and can successfully
reach their goals, and the characteristics of the learner who has come from a low-income setting
may be considerably different from a student that comes from a higher income family. These
differences may include being terrified and anxious in the unfamiliar college environment,
having poor self-concept in relation to academic success, and being very talented at life coping
skills, but not academic skills (Beaumont, Moscrop, & Canning, 2016). Low-income students
experience many challenges due to social and emotional adjustments when they matriculate to
higher education programs, and many personal factors can influence students to drop out or
inhibit their ability to focus on their education. These factors may include feelings of not being
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able to fit into the postsecondary environment, the unaffordable tuition cost of a college or
university, and a great assortment of other reasons (Wilcoxson, 2010).
Knowing how vulnerable many students are to factors such as family issues and
economic and labor situations that interfere with their success in post-secondary education,
universities and community colleges increasingly pay more attention to the retention of students
in their first year. According to the U.S. Census and the American College Testing Program, an
estimated 18 million students enrolled in college in 2008 in the U.S.; however, nearly 34%
dropped out in the first year because they were over-confident, under-prepared, and lacked
realistic expectations about college (Harke, 2013). Prior to Harke’s research, Felix and Pope
(2010) found, via an analysis of combined employment projections with data on workers'
educational attainment by industry, that community colleges will be crucial in meeting the
growing demand over the next ten years on United States so that, countries like DR will develop
with this kind of institutions. In the DR more than 45% of low-income students dropped out
during their first year of college because they felt overwhelmed with all of the responsibilities
they have to face (MESCYT, 2015).
Prior to the DR adopting the community college’s model, economically disadvantaged
students had fewer options for higher education, and the higher education professors in the
country had limited experiences working with a large population of such students. To serve these
targets and close the gap between high school and university there are many high school
programs that work as diving boards to get into a community college. One of those existing
programs which is similar to General Educational Development (GED) program in the United
States is PREPARA in which adults finish their secondary studies to pursue a career in higher
education. In the K-12 setting the creation of technical education, PREPARA, and the extended
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shift have created a new generation of high school graduates very diverse from the graduates
before (Memorias MINERD, 2017). This means that a larger percentage of lower income
students are graduating from the DR’s high schools and are seeking a higher education degree
from ITSC, the country’s first community college.
The ITSC community college was the product of the vision and energies of people
committed to the socio-economic development of the DR. In 1987, a group of employers formed
an association for developing the socio-economic and cultural aspects of the east side of Santo
Domingo province, initiating the design of projects that serve these purposes. In 2001, this group
joined its efforts with the DR government, and both outlined as a priority the creation of a
technical educational project that supported the expansion of the business sector. In 2004, the DR
government announced the creation of this educational project, and several committees were
created to address different aspects of the project: legal, infrastructure, study plans, philosophic
basis, and studies viability (ITSC, 2012).
Moreover, a Dominican government-commissioned study, “Reviews of National Policies
for Education: Higher Education in the Dominican Republic” (Organización para la Cooperación
y el Desarrollo Economico [OCDE], 2012), suggested numerous recommendations related to
refining higher education access in the DR. Particularly, the seventh suggestion was the necessity
of diversify the higher education system in the DR, and precisely recommended “the
development of two-year community colleges focusing on work-relevant and work-based” (pp.
22-23). ITSC is a part of this government strategy which targets to provide a better chance of
employment for disadvantaged communities. After years of meetings and effort, the ITSC was
founded on August 14th, 2012 and initiated operations on January 13th, 2013, as governed by law
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139-01 of the Ministry of Higher Education, Science and Technology (MESCYT) (Presidencia
de la Republica Dominicana, 2012).
ITSC is an open-door community college which accepts all students who apply, no matter
their background or academic skills. All candidates must complete POMA test (Prueba de
Orientacion y Medicion Academica) [Orientation and Measurement Academic Test] that is a
standardized test with general math and reading-writing items to check students’ levels of
comprehension, and many are placed in remedial courses as needed. ITSC offers 27 technical
programs, divided into seven curricular areas: (a) Health, (b) Information Technology, (c)
Tourism, (d) Arts, (e) Industry, (f) Electro-Mechanic, and (g) Construction. The degree obtained
after completing students career choice is the DR’s Higher Technical Degree, which is
equivalent to the Associate Degree in the United States (U.S.). The tuition cost is currently $DR
500 pesos (approximately $US10.00) per semester, with the goal of being affordable to nearly all
students. Yet, even with this low cost, many students must still work full or part time.
Prior to the foundation of ITSC, DR offered four options of technical post-secondary
education institutions. Those institutions offered some specialized programs with an
exclusionary process of admission, and with a duration of 1.5 -2.0 years. The institutions are:
Instituto Tecnologico de las Americas (ITLA) specializing in information technology,
mechatronics and multimedia; Instituto Técnico Superior Mercy Jacquez (ITESUMJ)
specializing in fashion design and arts; Instituto Técnico Superior Oscus San Valero (ITSOSV)
offering technical careers for industrial sector like maintenance, refrigeration and electronics;
and Academia Superior De Ciencias Aeronauticas (ASCA) offering technical career in
aeronautical sciences. ITSC is different from those options given its open admission, its lower
cost, the obtaining of an Associate degree, and a counselling department as a means to help
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support student success. ITSC’s mission statement states that the institution pursues to improve
qualify personnel who can support the economic development of the country. ITSC’s goal is to
become an educational, socio-economic and cultural agent for the local community, with a
strong orientation towards the students support for fostering the individual transformation. The
vision statement of the first community college in the DR notes that it is “an institution of higher
technical level aimed at offering opportunities for development, forming competent, ethical and
innovative professionals through a relevant curriculum assuming a solidarity integration with
business and social sectors" (Instituto Tecnico Superior Comunitario [ITSC], 2012, para. 1).
ITSC has been positioned as the technical post-secondary education institution with the
highest number of enrolled students in DR (MESCYT, 2018). At this moment, ITSC has more
than 6,000 students and 340 faculty members (ITSC, 2019). As of 2020, this educational
institution has been operating for seven years and has about 2,926 graduates in eight graduations
up to now.
Problem Statement
Researchable Problem
Students who drop out of college might be affected by low self-esteem, peer pressure and
struggles with interpersonal relationships during their initial year in the college (Friedlander,
Reid, Shupak, & Cribbie, 2007). In addition to these social emotional challenges, students may
also experience difficulties due to an intricate mix of deficits in educational attainment (i.e.,
academic underpreparation); discrimination, and feelings of marginalization and/or isolation;
difficulty adjusting to campus culture; the need to work; distracting family issues and competing
family responsibilities; financial and structural barriers; and lack of support (Ramos-Sanchez &
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Nichols, 2007; Stebleton, Soria, & Huesman Jr, 2014; Stephens, Fryberg, Markus, Johnson, &
Covarrubias, 2012).
While students from all economic backgrounds can experience challenges that undermine
their success in adjusting to and succeeding in post-secondary education, students from
backgrounds of poverty are more likely to experience combinations of challenging factors and to
have experienced many of these factors throughout their schooling years (Al-Gamal, Alzayyat, &
Ahmad, 2016; Hicks & Heastie, 2008). For some, the fact that they enrolled in a university or
community college program at all can be an extraordinary achievement, and the vulnerability for
failure can be a day-to-day unrelenting challenge (Jansen & Van Der Meer, 2012). Promoting
adjustment within the community college for first year students is necessary to help those
economically disadvantaged students perceive their first year in the institution as an environment
of freedom, support and motivation to accomplish their goals, not one of fear and isolation.
Studies Addressing the Problem and Deficiencies in the Research
Research has shown that students more likely to graduate from higher educational
settings exhibit characteristics that include having a strong high school record, coming from
higher income families, having parents who also went to college, attending college immediately
after high school, attending college full time, and not interrupting their college studies (Adelman,
2003; Bailey, Alfonso, Scott, & Leinbach, 2005; Cabrera, Burkum, La Nasa, & Bibo, 2005,
2012; Jenkins & Trimble, 2011). Such studies suggest that the odds of success are weighted in
favor of students who come from middle- and upper-class socio-economic backgrounds. Now
that most countries treat post-secondary education as a high priority strategy for social and
economic development (Goldrick-Rab, Carter & Wagner, 2007; Goldrick-Rab, 2010),
universities and community colleges can no longer afford to ignore the high rates of attrition for
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students in general, but more particularly for students who come from economically
disadvantaged circumstances.
Some researchers have investigated the role and environment of such community
colleges in assisting learners in their adjustment and have found that many nontraditional
students attend community colleges (Barnett et al., 2012; Bozick & De Luca 2005, 2011). Also,
other researchers have found that those nontraditional students present higher levels of anxiety
during their first year at the college (Zerquera, Ziskin, & Torres, 2016), and therefore the new
model implemented in the DR needs to define and further understand its population. This
nontraditional population may include some students with learning disabilities, and researchers
have diverse recommendations to facilitate interagency collaboration and full integration of such
students (Ankeny & Lehmann, 2010; Balcazar et al., 2012; Garrison-Wade & Lehmann, 2009,
Garrison-Wade, 2012). Such researchers also provide a great repertoire of useful instruments to
work with students with learning disabilities. Other researchers also stipulate great perspectives
on college adjustment and how students deal with each process they go through and offer
strategies to enhance retention (Gibney, Moore, Murphy, & O’Sullivan, 2011; Gray, Vitak,
Easton, & Ellison, 2013; Ramos-Sánchez & Nichols, 2007).
Some scholars have found that academic achievement is linked to the different strategies
that faculty use in classrooms and have analyzed data to emphasize the role played by instructors
and counselors to help students transition successfully (Adelman, 1999, 2005, 2006; Strayhorn,
2019). Other researchers have discussed the diverse stages students go through during their
transition process to adjust to postsecondary education (Saklofske, Austin, Mastoras, Beaton, &
Osborne, 2012; Shore, Lentini, Molloy, Steinberg, & Holtzman, 2015). Some scholars also stated
that to develop coordinated services that can prepare adult learners in making a successful
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transition to undergraduate education, it is necessary to join efforts and offer better support to
non- traditional students (Austin, Saklofske & Mastoras, 2010; Saklofske, Austin, Mastoras,
Beaton & Osborne, 2012).
For this reason, further studies are needed at this critical time when the DR is actively
recruiting and admitting students from low socio-economic backgrounds to become community
college students. It is not at all certain that this Dominican new community college program is
fully prepared for the influx of students of economically disadvantaged backgrounds. Additional
studies at this early stage of expanding post-secondary educational opportunity to economically
disadvantaged students could go a long way to better inform DR colleges as they plan support for
the needs of this population. There is a need to better identify what specific transitional issues
students from low-income families experience in their first year attending a low-cost community
college program designed to increase the educational attainment of low-income students.
Significance of Study
There is a need in developing countries like the DR to know and understand the process
that many students go through during their first year at a country's first community college,
especially for students who come from low income families. It is important to shed light and
further define and verify strategies that either do or may help this challenged group. In order to
appreciate the human experience, it is essential to expand understanding from the most
fundamental perspective. Critically identifying the issues students face in order to formulate a
unique perspective can provide indispensable information to administrators and staff at the
community college (Gerdes & Mallinckrodt, 1994; Li, Chen, & Duanmu, 2010). This knowledge
can assist in providing impetus of direction and implications for future research that may
enhance understanding and allow for critical issues to be researched and productive measures

10
implemented, particularly for the economically disadvantaged student population at a community
college.
Purpose Statement
The purpose of this study was to identify the first-year experiences of students who attend
the DR’s first community college, many of whom are economically disadvantaged. By using a
quantitative method with a survey distributed to the entire population of first year students, I
hoped to yield a specific picture of any explicit academic, social and emotional issues these
students encountered in their first year at this community college. Additionally, I sought to
understand what supports these students did or did not find in the community college environment
to assist them with their academic, social and emotional adjustments as they transition to postsecondary education, including any adjustment issues, they encountered as they transitioned from
high school to higher education, as well as what motivates them to achieve their goals.
Research Questions
This quantitative study was guided by five research questions:
1. What motivational drivers did first year community college students identify, including
their reasons for enrolling in higher education, their grit when faced with issues, and their
family/friend support, self-efficacy and self-esteem?
2. What academic, economic, social, and emotional transition issues, if any, did they
identify as they moved from high school into the community college environment?
3. What transitional support was provided by the community college, including
counseling and student services, as well as support offered by faculty?
4. How did these factors vary as broken down by students enrolled in the various
academic areas offered by this community college?
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5. To what extent did transition issues, motivational drivers, and levels of support predict
students’ first semester GPA and their commitment to graduate?
Methods Overview
I used a descriptive/ predictive nonexperimental design to capture data on students’ selfreported transition issues and ITSC supports. The descriptive design is chosen to make
comprehensive descriptions of educational phenomena; conversely, this methodology by itself
does not have the core to justify or modify the phenomena objects of the study’s exploration
(Gall, Gall, & Borg, 2007).
Such quantitative research allowed generalization from a sample to a larger population,
enabling interpretations about the phenomena and providing more data to draw conclusions
(Creswell, 2014; Plano-Clark & Ivankova, 2016). A survey offered to all first-year students in
their second/third semester within the DR’s first and only community college was completed to
capture what such students identify as the key issues in their transitional process.
Conceptual Framework & Narrative
Community colleges around the world have common aspects that make this educational
option unique. Most community colleges are devoted to offering an opportunity for nontraditional students to attain a degree in higher education. To gain better understanding on the
adjustment issues of these students entering a community college, it is necessary to investigate
the procedures I have to follow to comprehend and analyze how ITSC can better help its students
in transition.
Figure 1 offers a conceptual framework that guided my study and portrayed the issues
that support higher education student success and those challenges they may face. My framework
is aimed at identifying my project parameters which assists in navigating patterns and themes
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that may emerge through analysis of the data. Focusing first on what is known independently
about students and their life span to success, transition issues can be defined as the indirect
changes that materialize for an individual or the nonoccurrence of those events (Anderson,
Goodman, & Schlossberg, 2011) when someone is engaging in a new period in their life such as
taking classes at a community college for the first time. Consequently, this study was focused on
identifying how several variables related to students’ motivation, grit, family/friends support,
self-esteem, self-efficacy, might be related to any academic, economic, social and emotional
transitional issues experienced by students, and the institutional supports offered by different
departments, such as counseling and student services, and from faculty. Reviewing all of these
issues and how they predicted students’ first semester GPA and their commitment to graduate.
Motivational
Drivers

Transitional
issues

Transitional support
Community College

Motivation
to attend

Academic

Counseling?

Grit

Economic

Faculty
support?

Family/friend
support

Social

Student
services?

Self-esteem

Emotional

Self-efficacy

Figure 1. Conceptual map for Garcia (2020) study.

Predicts

Students’ first
semester GPA
and their
commitment to
graduate
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Motivational Drivers
Looking at the first column of my diagram, motivation is a component that studies reveal
as a key factor for achieving success in college (Blue, 2012; Cherif, Movahedzadeh, Adams, &
Dunning, 2013; Martin, Galentino, & Townsend, 2014). Blue’s (2012) study established that
academic success relies not only on the students’ intellectual abilities, but that students who are
motivated to desire learning and work hard to make quicker improvements, learn better than
those students who are smart, but less motivated. Cherif et al.’s (2013) survey of students from
community colleges and four-year universities also found 35% of respondents stated that
motivation and related issues are the foundation of why students fail, whereby, only 10% of
participants mentioned instruction and related concerns as key success factors. Martin et al.’s
(2014) study conducted with community college students found that a clear focus of those who
persist in college was their strong motivation to be successful.
As the second motivational driver examined in my study, Duckworth, Kelly, Matthews,
and Peterson (2007) described academic grit as passion and perseverance over time to undertake
challenges and achieve long term goals; moreover, having the stamina to stick to those goals for
the future. These researchers found a person’s grit is one predictor of academic achievement, just
as achievement-oriented and positive thinking are predictors of success. Grit is used as a term to
describe a person’s sense of strength, patience and persistence, which particularly helps an
individual to overcome any arisen threatens (Çelik & Sariçam, 2018). Researchers have found
that “Perseverance to accomplish long- term or higher order goals in the face of challenges and
setbacks, engaging the student’s psychological resources, such as their academic mindsets,
effortful control, and strategies and tactics” (Shechtman et al., 2013 p.15) can help students with
their way of foreseeing their point of view in order to accomplish their goals. Goodwin and
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Miller (2013) stated that grit can be acquired in several ways in that instructors can help students
to cultivate self-regulation and self-control by learning to stay motivated on one activity. They
also found that faculty can also teach students the power of achieving their goals, from the
beginning of their careers by foreseeing the chance of success and learning from stories of
others; moreover, professors can help students design ways to surpass any barriers that stand in
the way of their growth personally and professionally (Goodwin & Miller, 2013).
As a third type of motivational driver, having insight into any family and friend support
that students might have available for them. Such support incorporates those external resources
available to an individual in transition, specifically, interactions with family members and
friends, as well as institutions and communities to which they belong (Schlossberg, Waters &
Goodman, 1995; Schlossberg & Waters, 2011).
As the fourth type of motivational driver examined in my study, Self-esteem reflects an
individual’s global personal emotional valuation of his or her own worth. It is a judgment of
oneself as well as an approach concerning the self (Hewitt, 2009; Lake, 2013). Self-esteem is
also related to the last motivational driver examined in my study, self-efficacy, which can be
described as people's beliefs concerning their competences to produce entitled levels of
performance that exercise impact over events that affect their lives (Bandura, 1997). Selfefficacy beliefs define how people feel, think, motivate themselves, and behave. A low
consciousness of efficacy to practice control can lead depression as well as anxiety. It does so in
several different ways (Bandura, 1997). One route to depression is through unfulfilled aspiration.
People who enforce on themselves high standards of self-worth they critic they cannot manage
drive themselves to outbreaks of depression. Research about students’ self-esteem and self-
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efficacy show that through those two constructs is the way students encounter their path to
achieve their goals.
Transitional Issues
The next major area of focus for my study is to capture information about the transitional
issues actually experienced by the community college students in my study. Many researchers
studied the issues and perceptions students have in their transition period (Friedlander et al.,
2007; Gerdes & Mallinckrodt, 1994; Li, Chen & Duanmu, 2010), and such issues can be
categorized into four areas: academic, economic, social, and emotional.
Academic issues during transitions can be related to many different factors. One such
factor is any academic gaps students bring from high school; students entering a community
college often take entrance exams which help place them in appropriate courses, including
remedial courses as needed. Correct placement plays an important role in students’ academic
life, so students have enhanced chances of success (Adelman, 1999, 2005, 2006; Saklofske,
Austin, Mastoras, Beaton, & Osborne, 2012). Alamprese (2004) noted that community colleges
need to supply learners the appropriate tools for increasing their skills and knowledge so that
they can have better chances in the labor market.
Another factor that may impact student’s transition is economic issues. Literature about
non-traditional students reveal there are some shared features related to students from low
socioeconomic status backgrounds, such as not having a diploma from a regular high school, not
attending post-secondary education right after finishing high school, or being a single parent
among others, that sets them apart from traditional students (Balcazar et al., 2012).
Social issues also play an important role in a student’s transition to a new setting. Social
adjustment can be affected by the reputation of the college in social activities, participation of
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students in the social communities, social relations of students with their friends in the same
social networks of students, and students՚ perception of their own social integration (Rienties,
Beausaert, Grohnert, Niemantsverdriet & Kommers, 2011). Transition to higher education
usually diminishes contact and social support from previous friends and family members.
Struggles in managing the challenges related with the transition may decrease academic
performance and enlarged psychosomatic concern (Friedlander et al., 2007).
Emotions play a really important role in any aspect of a human’s life, including their
transition to college. Academic success is powerfully associated with several dimensions of
emotional issues. Outcomes are argued in the context of the importance of emotional and social
competency during the transition from high school to university. Whereas these features will not
apply to all low-income students, there are many that can apply to ITSC’s population which
impact students’ level of motivation to finish their program, including: expectations, skills,
confidence, levels of preparedness, time, family support, rates of completion, priorities and
finances (Devlin & McKay, 2011).
Transitional Support
There are many factors which may influence student involvement which are believed to
be under the control of colleges including counseling, faculty support and student services.
The first element of transitional support examined in my study is counseling support.
Previous research has examined how counseling programs can help students in transition (AlGamal, Alzayyat, & Ahmad, 2016; Ellis, 2013; Martinez, Brown, & Kelsey, 2011; Hicks &
Heastie, 2008; Sandoval-Lucero, Maes, & Klingsmith, 2014), with higher education counseling
departments helping to make students feel comfortable and welcome to this new setting. Larmar
and Ingamells (2010) exposed the inability of students to identify institutional habits, cultural
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aspects or any other important aspect of their lives, which universities can help them to do while
they transition to higher education. Authors describe that the nature of transition, students’
college lives, and the role the institution plays with their counseling departments, are three major
aspects that contribute to students’ success during their attendance at a community college (Ellis,
2013; Sandoval-Lucero et al., 2014).
The second element of transitional support examined in my study is faculty support.
Student-faculty interaction is one of the most critical factors for student success and there is a
strong association emerging in the literature regarding student success (Cox, McIntosh,
Terenzini, Reason, & Quaye, 2010; Kezar & Maxey, 2014). Students are more likely to
participate in academic life when steps are taken by college staff to dynamically involve them
and make them feel part of it (Cook-Sather, Bovill, & Felten, 2014). Research has also revealed
the impact of positive relationships between students and faculty on a broad range of student
educational outcomes: academic achievement, educational aspirations, intellectual growth, and
academic satisfaction (Alexander, Karvonen, Ulrich, Davis, & Wade, 2012). Other researchers
have also found that the interaction of student-faculty depends on the type of college attended by
students. Students in small colleges have the advantage of more regular interactions with faculty,
in and out of class, while those attending large universities may experience more inconveniences
getting access to faculty (Kuh & Hu, 2001; Kuh, Kinzie, Shuh, & Whitt, 2010; Sidelinger,
Frisby, & Heisler, 2016).
For instance, Delaney (2008) found in his research that the frequency of those studentfaculty connections accounted for 38% of the variance in participants’ grade point averages. As
another example, Komarraju, Musulkin, and Bhattacharya (2010) also found that three qualities
of student-faculty connections accounted for 18% of the variance in participant’ academic self-
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concept: approachability, respectful interactions, and off-campus interactions. Moreover,
academic achievement was significantly correlated with perceived accessibility of the instructor
(Komarraju et al., 2010). Conversely, not enough is known about the behaviors of community
college faculty which are needed to promote students’ interest and motivation in their
educational programs (Alexander et. al, 2012).
The third aspect of transitional supports offered by a community college examined in my
study involve student services. The student services notion is used at universities to describe the
divisions or responsibilities which provide services and student support in higher education. The
role of student services is to help improve student experience (academic, social, and wellbeing)
from first contact through to reaching alumni status all viewed as critical to success in higher
education nowadays for each other, the student and the institution (Tinto, 1993). The
configuration of the student group, and the understanding and beliefs of academic and
administrative staff, influences the modus and accountability in which the student programs and
services are conveyed, and those services may contribute to the distinction of the academic
proficiency and help students to attain learning prospective (Ciobanu, 2013). Another main
objective of student service is to guarantee the students’ growth and improvement throughout
their academic experience (NASPA, 2012). Student engagement, as part of student support, can
only be stimulated in the context of an all-embracing institutional promise (Tinto, 2002). At a
community college, such services might include things like scholarships, drama, dancing and art
clubs, and tutoring, among others.
Chapter 1 Closure
Chapter 1 presented the essential framework for my dissertation. I offered an overview of
the key concepts surrounding the coexistence of students within the educational environment. A
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deficit in scholarly literature in DR connecting the transitional high school group to the college
environment has been outlined as a researchable problem pleading for discovery. The research
questions were introduced as a primary component of the project and postulate for a dual layer of
inquiry first exploring how students identify the issues encounter in their transitional period and
then further examining how this perspective might shape their academic community college
experience. The potential benefits associated with investigating this evolving phenomenon are
described as possible interest to all stakeholders of the institution. My choice of a quantitative
method is detailed in a discussion in Chapter 3. Chapter 2 now follows with a more
comprehensive review of the literature.
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CHAPTER II
LITERATURE REVIEW
The purpose of a literature review is to adequately locate the study within the territory of
existing research studies as they relate specifically to the topic, while also supporting the
determined research approach (Creswell, 2014). As suggested by McNabb (2015), my study
builds on various aspects of previous research to help examine new ideas, and to both frame and
cross-check data obtained through my survey. Empirical studies relating to transition,
motivation, socio-emotional, low-income students, academic challenges, adjustments, faculty
leadership and the role of the community college lead this journey, and support a study from
which to further identify how Dominican students transition within a community college. I
persistently interlace my research questions and conceptual framework into the structure of the
literature review. This develops a balance between existing knowledge and relative inquiry and
sets the stage for my quantitative data collection and consequent analysis.
Motivational Drivers
Motivation to Attend
There are diverse versions of motivation. In the science of education, motivation is
pondered as a phenomenon involving an individual’s belief in her ability to convey a specific
task, the reasons and goals of the individual in directing this task, and the passionate response
regarding it being accepted. Motivation has a multi-layer configuration which connects with
learning and academic motivation (Sharma & Sharma, 2018). Academic motivation is the
compelling force behind each individual’s motivation to learn; motivation is a necessity to excel
in academic work (Malkoç & Mutlu, 2018). Indeed, Krumrei-Mancuso, Newton, Kim, and
Wilcox (2013) studied the role of six psychosocial factors for college success among 579 first-
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year college students finding that student involvement with college life and motivation, are
among the most exceptional personal factors that may affect college student success.
Other research also clearly reveals the important role motivation plays in student success.
For instance, Guiffrida, Lynch, Wall, and Abel (2013) through a web-based survey within two
community colleges located in Northeastern United States (U.S.) of 2,520 participants found that
students’ motivation predicted higher grade point averages and aims to persevere. Other
examples include Cabrera, Burkum, La Nasa and Bibo (2005, 2012) who found via their
examination of the High School and Beyond (HSB) cohort of students from 1980, that in
community colleges, motivational support plays an important role during the transition period.
Similarly, Cheung (2018) found via her mixed methods study of 344 first year students in a
university in Singapore that generating initial motivation in students can result in positive
attitudes and enhanced self-confidence in their academic field.
As a final example, in Cho and Heron’s (2015) three-step hierarchical regression analyses
investigating the relationship between the different variables under study (motivation, emotion,
and learning strategies among others) with a sample selected of 229 college students in different
universities throughout the United States, researchers found that students’ motivation explained a
small portion of variance in students’ attainment, while student motivation and emotion
explained a significant portion of variance in satisfaction. They also found important differences
in motivation and emotion between successful students and those who failed. Cho and Heron’s
study was carried out to measure the role of self-regulation learning, specifically motivation,
emotion and learning strategies with students registered in remedial courses. This study, as well
as the previous other examples offered, depict the important role student motivation plays in
success.
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Grit
Grit has been identified as an indicator of the capability an individual has to see a goal
through to the end, no matter that it may take years and involve experiencing frustrations and
obstacles; grit can be a contributor to students’ success in an assortment of backgrounds, as well
as during an individual’s life span (Reed & Jeremiah, 2017). In their early work Duckworth et al.
(2007) argued that success is not exclusively based on the student's abilities but rather on the
blend of cognitive ability and personality traits, such as grit, as well as disciplined practice. In
follow-up research, Duckworth and Quinn (2009) developed a validation instrument to examine
the grit scores of 196 individuals in a large public university in southeastern United States,
finding that mature adults have higher levels of grit above that of the young students, and those
with higher levels of grit outperform their partners with lower levels visible comparing their final
results. A few years later, Von Culin, Tsukayama, and Duckworth (2014) described consistency
of interest as having determined interest over time, and perseverance of effort as an affinity
toward a persistent effort. The aforementioned Duckworth et al.’s studies, the one in 2009 and
the other in 2014, were divided in two cross-sectional online studies; the first study had 15,874
participants while the second study had 373.
Building upon her earlier work, Duckworth’s 2016 research of contestants in a National
Spelling Bee revealed four elements that make a person grittier in educational setting: interest,
practice, purpose and hope. These combined characteristics result in two that help individuals
endure and pursue their goals: being disciplined and working hard. For example, Candales
(2000) found via a narrative and biographical case study, that 16 Puerto Rican females surfaced
from the community college experience having achieved a stronger sense of identity and selfesteem, self-direction and motivation, and success and empowerment, all criteria for
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transformation. The analysis of the case histories also revealed that these community college
graduates were resilient women who persevered notwithstanding the odds against their success.
They persistently progressed toward their goals of obtaining their degree and entering a
profession that would help raise themselves and their families out of poverty and into the
mainstream of society.
Other researchers beyond Duckworth and her colleagues have also examined the role of
grit. Hogan and Wong (2013) in a mixed methods research where the quantitative part consisted
of a confidential online survey applied to a random sampling of 477 lawyers from Am Law 200
firm, and the qualitative part consisted of a series of phone interviews with the people who
completed the survey, also found that grittier individuals are inclined to work harder and longer
and tend to engage in reflective practice to improve their success. Goodwin and Miller (2013)
added to the discussion via their randomized study with low achieving seventh graders that grit
can be nurtured in numerous ways. In their research, Goodwin and Miller explained that extracurricular activities can teach and help grow students’ mindsets.
Family and Friend Support
Schlossberg et al. (1995) studied diverse types of support to help build the foundation of
their theory of transition. Schlossberg et al. reviewed numerous studies to find that the
ingredients of “support” comprise those external assets accessible to an individual in transition,
specifically, interactions with family members and friends, as well as institutions and
communities to which they belong. These researchers analyzed that the support depends on what
type of transition the individual is going through. For example, Wilcox et al.’s (2005) research
found that making a compatible friend is crucial to retention because such friends supply direct
emotional support in hectic situations. Moreover, Salami (2011) found, via regression analyses
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using data from 250 first year students from three colleges of education in Kwara State in
Nigeria, that first year students with more concentrations of support from parents and friends can
predict adjustment to college in the first year. As stated in Carolan’s (2013) book about social
networks, while the individual-level features (such as age, socioeconomic status and gender)
account for 70% to 90% of the adaptation in the educational output, less motivating are the roles
of the relationships with others in affecting the outputs.
Other researchers who also examined the role of family support are Longwell-Grice,
Adsitt, Mullins, and Serrata (2016). They conducted three qualitative research studies involving
students from one public and two private universities in the Northwest U.S. and found that
students struggling to conserve family bonds perhaps faced the hardest transition into higher
education. Longwell-Grice et al.’s study also explained that students struggled with challenging
demands to stay linked with their families, and to satisfy their parents' yearnings for them to
succeed academically at college. Participants noted that their families supported their pursuit of a
college degree but did not comprehend that their life as students was now different. Although
families may offer reinforcement and financial support, their inability to logically relate to the
college experience creates a distinctive and challenging situation for some students.
Some studies reveal the impact of relationships with friends. Abar and Maggs’ (2010)
study of first year students at a large public university in the Southwest U.S. found that at the
beginning of the school year, friend selection has a high impact on first-year students’ use of any
substance (such as alcohol and drugs), as people new to campus predispose to establish
friendships with people who have similar precollege routines. Similarly, in a later study, Corwin
and Cintron’s (2011) phenomenological research combining interviews and observations in
various campus locations in a public Midwestern research university in the U.S. that first-year
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students who attend the same college as their high school friends tend to “hang out” with these
individuals, even when doing so restricts their chances for creating new interactions. This sort of
steadiness in friendship systems may shape their behaviors. Furthermore, Rinker, Krieger, and
Neighbors (2016) review of 13 studies from the past five years concluded that patterns are
coherent with the results of the reviewed studies that peer influence typically occurs after firstyear students have set their friendship spheres and those friendship bounds are stronger.
Self-esteem and Self-efficacy
The component of “self” includes those personal capabilities a person brings to a
transition, including such things as age, gender, socioeconomic status, ethnicity, attitude, and
values, each of which may impact an individual’s successful transition depending on their
context; this component of “self” is crucial to increase personal interest in succeeding. Research
has shown that in periods of transition many changes may occur in individual’s personality, and
students can suffer many variations in their self-concept (Friedlander et al., 2007), with selfesteem often considered an element of self-concept (Purkey, 1970; Shavelson, Hubner, &
Stanton, 1976). Adding to this, Musitu, Román, and Gracia (1988) noted self-esteem as a value
and evaluative characteristic of the behaviors expressed as part of personal contentment. Later,
Garaigordobil, Durá, and Pérez (2005) documented a categorized relation between self-concept
and self-esteem in which the self-description reflects self-appraisal, which if positive can serve
as a protective role for an individual.
Researchers locate self-efficacy as part of social cognitive theory. McCombs (2001)
stated self-efficacy is an individual’s judgment of his or her capability to successfully complete a
determined task. This theory consents that individuals hold the ability to redirect and adjust their
actions, and to structure their environment rather than simply respond to it. According to social
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cognitive theory, human motivation and action are significantly delimited by precaution. This
preventive mechanism (precaution) includes three types of expectations: situation-outcome
expectations, in which effects are indicated by environmental events with no personal action;
action-outcome expectations, in which results flow from personal action; and perceived selfefficacy, which is concerned with individuals’ beliefs in their capabilities to accomplish a
specific action required to achieve a wanted outcome. Bandura (2012) supported this theory by
reaffirming that human well-being entails a confident and resistant sense of efficacy. Bandura
stated that to function efficacy goes through four major processes: cognitive, emotional,
decisional and motivational. Every person has the capability to impact, improve, or structure
his/her own life. For example, Krumrei-Mancuso et al. (2013) studied the role of six
psychosocial factors for college success concluding those factors may include variables like
mindsets, motivation, handling of resources, and study approaches. Even though there are several
types of personal factors, according to Newton et al., academic self-efficacy and confidence,
strategic relations and study approach, time management, stress and emotional components,
student involvement with college life and motivation, are among the most exceptional personal
factors that may affect college student success.
Accordingly, Brady-Amoon and Fuertes (2011) advocated self-efficacy as a significant
predictor of adjustment and academic performance. Among many of the studies about selfefficacy, a research study involving 115 first year undergraduate students at a midsized Canadian
university revealed that individuals’ self-efficacy is one of the most important predictors of
academic adjustment (Friedlander et al., 2007). Krumrei-Mancuso et al. (2013) also found that
academic self-efficacy and confidence are exceptional factors which may affect college success.
In addition, Ramos-Sánchez and Nichols (2007) found via their examination of 192 college and
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community college students that self-efficacy mediated the relationship between generational
status and two academic outcome indicators. A mediation effect was not found with either
academic performance or college adjustment; these two constructs have great importance in
students’ life (Ramos-Sánchez & Nichols, 2007). Conversely, high self-efficacy at the beginning
of the year predicted better college adjustment at the end of the first year.
Other researchers have looked specifically at self-esteem and/or self-efficacy issues
among community college students. For example, Jones (2015) via a phenomenological study of
students in Alabama U.S. to understand their experiences during their transition from high
school, and their preparation for test taking and enrollment in a community college. Jones found
that the awareness of motivation, grit, and self-efficacy, established through supporting
relationships assembled during the transition to college, were common experiences among the
study participants.
Transitional Issues
Students currently transitioning from high school to college face many issues that
previous generations did not. Students and parents need to be aware that higher education is a
colossal investment of energy, time, and money, and achieving real value from that investment
entails growth and learning well beyond what high schools are delivering; students are often left
desiring for experiences which support them in modeling identities and adults who are
individually accomplishing and contributing to society. The first year in college is crucial and
includes issues that every educator, student, and parent should reflect on. This section covers
previous research related to academic, economic, and emotional adjustment issues often realized
by first year students.
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Academic Adjustment
Academic adjustment of higher education students is the degree to which students adapt
to the academic aspects of their educational life (Tinto, 1975). The level of students’ success in
their studies is connected to their level of academic adjustment, with such accomplishment
revealing students՚ achievement in dealing with diverse educational demands (Baker, 2016).
Many factors impact students’ academic adjustment including poor time management,
prioritization, and acclimating to academic expectations. For instance, in a cross-institutional
comparison study with 958 participants at five business schools in the Netherlands, Rienties et al.
(2012) found that students adjust academically well if they are motivated, believed in their
competences, implemented their abilities, were satisfied with their chosen universities, and had a
level of loyalty to their academic goals.
Key factors that impact the students’academic adjustment were also found by Yu (2015)
who analyzed the data of 1,980 students from about 50 community colleges in the U.S. using
data from the Integrated Postsecondary Education Data System (IPEDS) and Beginning
Postsecondary Students (BPS: 04/09) Longitudinal Study. Yu found that high school GPA and
student attendance patterns had a positive association with the students’ probability of college
completion. Yu also found that institutional size, and tuition and fees have negative and little
association with students’ completion respectively.
Previous research presents institutional factors that are associated with community
colleges students’ completion, of which one is academic expectations. College success is
described by Kim, Newton, Downey and Benton (2010) as “acceptable grade averages, retention
toward a degree and attainment of productive life skills” (p. 112), noting that each individual
must find his/her correct approach to reach their goals. To sustain these statements, Aydin’s
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(2017) correlational research involving 317 language preparatory students of a state university in
Turkey found that students who have better communication skills and the ones who sense more
stress in the classroom, obtained a higher level of achievement in college learning. Accordingly,
Cho and Karp (2013) found, using data of 23,822 students from the Virginia community college,
that students who enrolled in a student success course in the first semester and those who were
referred to developmental education were more likely to earn college-level credits and to persist
in college.
As another example, Nadelson et al.’s (2013) research explored the first-year experiences
of 351 students attending a metropolitan university in the western U. S. Via surveys, Nadelson et
al. found that students' academic, economic, and social expectations did not line up with their
first-year experiences; in that students found everything more difficult than they expected, and
that these variables were not statistically significant predictors of first-year academic success.
Nadelson et al.’s research added to the discussion of students' point of view about college and
academic success during their first-year experience, whereby, high school may not prepare
students to what they will face in college, and students transitioning to college may find
significant challenges they did not anticipate and will need to surpass. As a final example,
Schwartz et al. (2018) via a mixed methods research with 164 students in a public university in
the Northeast side of the U.S. found that fostering good relationships with peers, faculty and
other stakeholders of the university increase students’ grade point averages (GPA) at the end of
their first year.
Economic Adjustment
The DR community college was started in 2012 to help closing the gap between the
traditional university system and high school, and increase access to higher education for under-
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served students. Literature about non-traditional students advocates there are some shared
features of students from low socioeconomic status backgrounds such as poor cognitive
development or parents’ educational levels that set them apart from other students. Whereas such
features will not apply to all low socioeconomic status students, Devlin and McKay (2011) stated
in their open discussion paper regarding Australian government policies that some other common
characteristics include unclear expectations and skills, lower confidence and levels of
preparedness, less time and family support, lower rates of completion, competing priorities, and
few financial resources. Similarly, Cabrera, Burkum, La Nasa and Bibo (2005, 2012) added to
the discussion via data from a follow up longitudinal persistence study that there are also lower
levels of attainment and persistence in students from low income settings.
Indeed, in a survey of more than 4,000 low-income students at 10 community colleges
across seven U.S. states revealed that approximately half of the students were struggling due to
diverse economic issues, including 20% who had experienced hunger at some point (GoldrickRab, Broton, & Eisenberg, 2015). Tovar (2015) also found through a survey of 397 Latino
students from a large, urban community college in California that financial complications impact
students’ college attendance and choices to persist. Similarly, Devlin and McKay’s (2018) recent
research in six universities in the Australian Regional University Network involving interviews
with 69 students from low economic backgrounds and 26 stakeholders recognized as
professionals in the field of facilitating success, found that financial challenges were one of the
most significant barriers to student success. Overall, economic issues and adjustment are often
things students do not foresee when deciding to go to college; financial struggles determine
student’s completion if there is not a proper contingency plan.
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On the other hand, looking at research of community college students, Bailey, Alfonso,
Scott, and Leinbach (2005) examined via their longitudinal study of three groups of community
college students the effects on special populations, such as academically and economically
disadvantage students to achieve their educational goals. Bailey et al. found socioeconomic
status (SES) was not a significant factor if the students are motivated to finish.
Social Adjustment
The social adjustment of higher education students is the degree such students adapt to
the social aspects of their educational life (Rienties et al., 2012). College students demand a
broader variety of social support sources to handle the stress triggering agents they face during
their first year of college (Salami, 2011). Students՚ social adjustment illustrates their ability to
cope with the societal requirements and interpersonal demands of their educational life, such as
taking part in group work, forming friendships with other students, and involving themselves in
extra-curricular programs of their college (Baker, 2016).
Learning outcomes of students are predisposed by social relations and interpersonal
supports of students՚ family members and friends. For instance, Wilcox, Winn, and Fyvie-Gauld
(2005) investigated, via interviews with 34 first-year students, the processes through which
social integration or the lack of it influenced students' decision as to whether or not to leave
college. Wilcox et al.’s research argues that there should be an equivalent importance on
successful integration into the social college world as into the academic world. Among the types
of personal supporting factors mentioned above, there are three categories that Wilcox et al.
found important: family, friends and significant others. Similarly, Attewell et al. (2006) found
that students՚ attitudes are impacted by their family members, and their college-success can
derive from the motivation provided by their social and interpersonal relationships.
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Having inadequate relationships with social communities in universities is one of the
reasons students claim cause them to leave their higher education program (Meeuwisse,
Severiens & Born 2010). In a current study, Van Herpen, Meeuwisse, Hofman, and Severiens
(2019) via a quasi-experimental research divided in two parts, one a pre-academic program with
58 participants in an experiential group and another with 237 first year students in a control
group, stated that supporting greater quality collaborations with classmates and HE staff, can rise
sense of belonging in HE, and foster academic performance.
Correspondingly, Friedlander et al. (2007) used an assessment at the beginning of the
semester and another 10 weeks later with 115 first year students and found that during those
periods (fall and winter) when students received social support from their peers, even if they did
get much support from their families, their stress levels decreased. They also found that many
mechanisms may operate to give support from the institution. Armstrong’s (2015) mixedmethods study in Huddersfield’s School of Education with 123 participants found that
incorporating team-building strategies and more social activities into the induction programs
eased nerves and made students feel more comfortable during the transition period to HE. The
researcher made excellent recommendations to have a positive impact during students first year
such as: course social network sites, inclusive opportunities for social adjustment, and an
extended induction program.
Overall, social support, mainly support from equals, is said to be an important defense to
the stress produced throughout the high school to university transition (Timmis, 2012). Kisker,
Weintraub, and Newell (2016) found via descriptive and multivariate statistics analysis with data
obtained from community college students with at least one-year attendance and administrators,
that community college students' academic and extracurricular behaviors, as well as institutions'
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intentionality toward civic engagement, were associated with higher levels of civic agency,
capacity, behavior, and knowledge. This implies that by making visible and measurable
commitments to civic learning and democratic engagement on campus, and by creating
opportunities for students to interact with one another and to engage in their communities,
colleges can help create informed citizens who are skilled in democratic practices and committed
to lifelong engagement and succeed in their academic path.
Emotional Adjustment
Research on emotional intelligence provides the importance of emotional and social skills
during the transition from high school to college. Emotional intelligence can produce diverse
results depending on the variables that are implied and predicting academic success from it will
also have divergent levels. For instance, Gerdes and Mallinckrodt (1994) found that social
emotional adjustment is as important as academic adjustment via a longitudinal study with 142
participants from different colleges. These participants were assessed with two surveys, one at
the beginning of college and another six years later. They also found that anxiety was one of the
most common causes for students to drop out. Accordingly, Larose and Boivin (1998) found that
during the transition period the students who moved away from their parents to attend college
suffered more social anxiety and loneliness. This was based on a comparison between 298
adolescents who left home to attend college and those who did not.
Parker, Summerfeldt, Hogan, and Majeski (2004) also found via an examination of 372
first year full-time students that a relationship exists between emotional intelligence and
academic achievement. To examine this co-relation the researchers used the Emotional Quotient
Inventory (EQ-i: Short), and at the end of the academic year the EQ-i: Short data was matched
with students' academic records. Parker et al. found that academic success was strongly
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associated with several dimensions of emotional intelligence reinforcing the importance of those
skills while transitioning from high school to HE.
Similarly, Parker, Hogan, Eastabrook, Oke, and Wood (2006) examined the relationship
between emotional intelligence and academic retention. These researchers involved 1,270
participants making the transition from high school to college, as recruited during their first week
of classes in their first year at a university. Parker et al. divided the participants in two groups
(focus group and control group) and tracked their academic progress over the course of the year.
They found that students who persisted in their studies had a considerably higher use of a broad
assortment of emotional and social skills than those students who had left the college.
Transitional Support from Community College
Providing support to all students in their transition to HE requires alignment with high
school stakeholders to alleviate the stress of the unknown environment (Zerquera & Smith,
2015). Community colleges often serve a diverse population that usually include many firstgeneration students from minority groups and low-income families, and often provide various
services to support their students (AACC, 2018). There are many studies addressing the role of
community colleges and how they can help ease the transitional process of students.
Counseling Support
Counseling departments can help build institutional culture, and create the bound that ties
students to their institution. Much research on counseling services within higher education
focuses on the type of services that should be provided. Counseling support can incorporate a
wide collection of activities to help students inside and outside of the classroom such as learning
labs, additional coaching, orientations, success courses, learning communities, and advising
(Boroch et al., 2010; Boylan & Saxon, 2012). For instance, Hugo (2012) offered a series of ideas
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and tips to help counselors in their way to succeed in their community college, including some
steps to help motivate students in their transition to community college. Hugo’s research
provides useful tools to help counselors and students in different areas, and to motivate students
to finish their careers.
A well-designed counseling program during students’ first year can help them succeed in
their college life. For example, Morales’ (2009) study involving 88 students who entered the
Academic Special Services Program of the Rio Piedras Campus at the University of Puerto Rico
in the period 2001-2003 and who had come from underprivileged areas, found that the
counseling services that contributed to students obtaining their degree included helping to create
a healthy environment, listening actively, offering empathy, and helping students commit to an
educational goal. Similarly, in earlier research, Haggan’s (2000) review of literature found it
very important to address transition concerns and provide counseling during students’ first year.
The researcher also suggested a set of recommendations to enhance students' development at any
higher education institution.
As another example, Cho and Karp’s (2013) research that used data from Virginia
Community College System Data of 23,822 enrolled for the first-time student unit records, found
counseling support is needed to help students overcome impediments that might obstruct their
success. The capacity of counselors to accomplish a heterogeneous variety of liabilities makes
them exceptional resources for students in developmental education (Robbins, 2012).
Accordingly, counselors play a role in student achievement and are often the ones most qualified
of supporting students in making academic resolutions that relate to their educational path
(Drake, 2011).
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Faculty Support
Literature on faculty support offers a rich outline on how and why faculty support is
important, which gives some understanding into the settings and circumstances that need to be
created to nurture student success. This is particularly significant for first-year students, who are
confronting equally academic and social transitions to college. Higher quality and quantity of
faculty interaction in the first year of college is positively correlated to student retention as found
by Fuentes, Alvarado, Berdan, and DeAngelo (2014), via their analysis of data from 7,865 first
year students at the University of California.
Faculty may also influence students’ performance in educational institutions. For
example, Anaya and Cole’s (2001) research including 836 Latino students from 30 higher
education institutions revealed that academic and personal interactions with faculty are positively
connected to the academic performance of these students. This study supports the significance of
the faculty-student interaction as a predictor of student achievement. Later, McKay and Estrella’s
(2008) mixed methods study, also revealed the vital role of communication between faculty and
first-generation students which helps facilitate the process of integration and social adjustment.
Similarly, Trolian, Jach, Hanson, and Pascarella’s (2016) research involving 1,803 first
year students from 17 universities/colleges in diverse regions in the U.S., found that numerous
forms of student faculty interaction such as quality, frequency, research, and out of class contact
with faculty have positive impact on students’ academic achievement. Moreover, Elliot and
Oliver (2016) also found, via an interview with four full-time faculty members, two
administrators, and a survey of 101 students from a New Mexico community college, that the
participation of faculty in college activities has important effects on student academic
achievement and helps improve teaching strategies and student learning outcomes.
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Beyond academic outcomes, faculty can also impact various aspects of a student
experience in college. For example, Lundberg (2014) also found, via the results of a survey
applied to 239 students distributed in 12 community colleges in California, that the frequent
interaction with faculty was the strongest predictor of self-reported learning in five learning
outcomes: general education, intellectual skills, science and technology, personal development,
and career preparation. This research supports the assumption that faculty-student interaction
contributes to students’ achievement in terms of learning outcomes and focused on the
community college context.
Faculty knowledge about students’ culture is also important. For example, Cejda and
Hoover (2010) found, via their interviews with 41 faculty members from three community
colleges within urban, suburban, and rural areas in the U.S., that knowledge, sensitivity, and
appreciation of Latino students' culture and their preferred learning styles are important to set up
classroom environments that connect students to college. Cejda and Hoover’s research reveals
how Latino students engage within the classroom in community colleges, and that encouraging
interactions with institutional agents provides students with resources and support systems
needed for success in higher education.
Furthermore, Tovar (2015) found through a survey of 397 Latino students from a large,
urban, community college in California that relations with community college staff and faculty
have a small, but significant effect on Latino/a students’ success. Institutional agents (professors,
counselors and administrators) also played key roles in helping students navigate the transition to
college and helped them realize they were not only “college material,” but “influenced them to
achieve their full academic potential” (p. 21).
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Services for Students with Disabilities
The responsibility of a student services department is providing support and enhancing
the student experience (academic, social, and safety), from a students’ first interaction through
graduation. Students are influenced by the attitudes and values of the staff, by the method in
which the institution elaborates policies, by the content of curriculum and services, and by the
degree of knowledge regarding students’ development and the way in which the environment
shapes their behavior (Ciobanu, 2013).
Many studies focus on the number of students with disabilities and needed program
supports offered by student services or counseling departments. For example, Barretti (1993)
found that developing transition skills of students with learning disabilities can enhance their
academic and social competencies. Barretti’s research was based on a practicum with a series of
instructional sessions (24 hourly sessions) held separately with 10 first semester college students
and 10 graduating high school seniors with learning disabilities. Barretti also implemented a
model transition program for college use and created a number of questionnaires, surveys, and
other repertoire of useful instruments to work with students with learning disabilities. As another
example, Bueschel (2004) conducted field research in six states and in two educational settings
within those states: K-12, and four-year colleges and universities. In three of those states,
California, Maryland and Oregon, additional research was carried out at community colleges as
an expansion of the original research project. Bueschel focused on the transition environment for
those students with special needs and whether there was disjuncture between high school and
community college curriculum, skills assessments and course placement, and the types of
transition services available to such students. Bueschel's research contributed to an ample
spectrum on the transitional process and services community colleges need to be aware of and
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provide for students with disabilities. Finally, Garrison-Wade and Lehmann’s (2009) literature
review of six reviews from the What Works in Transition: Systematic Review Project (metaanalyses of previous studies) and five meta-syntheses (rigorous evaluations), revealed that many
elements are needed to redefine the access of students with disabilities who are underrepresented
in community colleges. These researchers also provided five recommendations that community
college leaders, policymakers, and practitioners could use as framework to enhance the transition
to community college by students with disabilities.
Although there is a high population of students with disabilities in the Dominican K-12
system (64%), there are only 6% enrolled in HE (PNUD, 2019). The first and only community
college in DR currently has only 1% among its population, but this is anticipated to grow.
Therefore, it is important to know how to work with them and apply the necessary strategies and
techniques to help them in their transition (ITSC, nd). Black, Weinberg, and Brodwin (2015)
found that creating well-defined expectancies, providing innovative organizers, showing
information in numerous formats, giving recurrent explanatory feedback, and using diverse
assessment approaches students with disabilities can enhance their potential and succeed in
college. Indeed, Ankeny and Lehmann (2010) found via their narrative inquiry methodology,
that 60% of students with disabilities who attend higher education institutions enroll in a
community college; as a result, they tried to understand the community college experience of
students with disabilities in a transition program. Ankeny and Lehmann developed a transition
program involving a K-12 and community college partnership to support participants of the
project. These researchers found that such partnerships benefited students and provided
opportunities in different fields.
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Chapter 2 Closure
Despite an extensive body of research concerning community colleges, a disconnect still
remains between the goals of successfully retaining students and the realities of the students that
they serve. Whether the problems stem from faulty expressions and implementations of an
institution’s mission and vision, absence of a clear ideology, disjointed program implementation,
or a K–12 system that has failed students in the past, the students who require support during
their transition processes to the community college are the ones who suffer. The problems
presented in this review demonstrate a need for transparency that will enable meaningful
conversations between educators and students, to assess whether students adequately understand
programs, expectations, and guidelines for success, as well as how being placed in the correct
institution might create unforeseen issues with how students view themselves as succeeding.
My quantitative study focused on identifying students’ adjustment issues within their
transitional process in order to provide new and unique perspectives into a phenomenon that
continues to grow and challenge DR each year. My literature review described the project
parameters as known through previous research, and assisted in navigating patterns and themes
that emerged through analysis of my data. Let us now turn to details on the methods for my
study.

41
CHAPTER III
METHODS
The processes delineated in this chapter portray the methodology for identifying the
transition issues and supports encountered by first-year students who attend the DR’s first
community college, many of whom are economically disadvantaged. The chapter begins with the
rationale for the methodology, then an explanation of the study population and procedures. The
chapter emphasizes the data collection procedures, as well as how the data was analyzed, with
details that validate the methodology and reveals possible methodological limitations. This
quantitative study was guided by five research questions.
My study’s purpose was to identify the first-year experiences of community college
students in the DR, including any adjustment issues they encountered as they transitioned from
high school to higher education, as well as what motivates them to achieve their goals. My
specific research questions include:
1. What motivational drivers did first year community college students identify, including
reasons for enrolling in higher education, their grit when faced with issues, and their
family/friend support, self-efficacy and self-esteem?
2. What academic, economic, social, and emotional transition issues, if any, did they
identify as they move from high school into the community college environment?
3. What transitional support was provided by the community college, including
counseling and student services, as well as support offered by faculty?
4. How did these factors vary as broken down by students enrolled in the various
academic areas offered by this community college?
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5. To what extent did transition issues, motivational drivers, and levels of support predict
students’ first semester GPA and their commitment to graduate?
Research Design, Approach & Rationale
I used a descriptive and cross-sectional nonexperimental design. Nonexperimental
research is used when variables of significance cannot be manipulated because they are innately
existing traits (Gall, Gall, & Borg, 2007), and this is the main reason to use this design. In my
study, student perceptual data was collected to help identify the transition issues recognized by a
broader group of students. Descriptive analysis as a research design allowed the researcher to
achieve one or more of the following: a) describe the features of some groups, b) determine the
proportion of people who behave in a certain way, c) make specific predictions, and d) determine
relationships between variables (Brown & Sutter, 2012). The authors also emphasize that this
type of study requires “a clear specification of the Who, What, When, Where, Why and How of
the research” (pp. 33-34). No sampling strategies were needed because I was able to access the
whole population which included approximately 780 students in 2019-2020. The survey used in
the study was built by me, as the researcher.
This type of design can be cross-sectional or longitudinal. I selected cross-sectional
because in a cross-sectional approach the researcher is looking at a sample drawn from a
population and measured at a single point in time. Descriptive statistics, one-way ANOVA and
some collapsed variables to run Cronbach-Alpha regression were used to analyze the data.
I rationalized my intentionality in determining every aspect of the research design. My
ontological, epistemological and philosophical beliefs were portrayed to reveal my fundamental
association to suggest meaning is developed through social contexts and truth is experienced
through a current worldview. I support constructivist and pragmatic leanings so that I need to put
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into practice what I have learned throughout this journey and help my students and institution to
enhance their praxis. My choice in conducting a survey is discussed as an appropriate course for
collecting data with several important considerations outlined as steps to guarantee accuracy and
validity. The comfort of the participants and integrity of process guided this dissertation effort.
Population and Setting
Source of Study Participants
DR’s first community college was the best place to conduct this study, as it is a new
model of education, located in a challenged neighborhood called San Luis. The population that
surrounds this institution is very economically deprived, and the community college is an
attractive option for low income students who want to pursue a higher education technical degree
in the country. ITSC accepts students from across the province and many provinces. By August
2019, the ITSC matriculation reached the number of approximately 6,000 students, where 55%
are female and 45% are males; most students could be described as non-traditional according to
their age range, income levels, family and work responsibilities. Additionally, ITSC is a new
model in the DR educational system and possesses unique characteristics such as enrollment
policies and program areas that are still out of the structure in the DR structures. Students pay the
lowest fee in the country for a semester which makes this community college more accessible
(ITSC, 2015).
Population
The participants for this study were students enrolled in the second or third quarter of
their first year at the institution. In addition to meeting the above criteria, the number of
participants recruited were from different career programs within the institution for the college
year 2019-2020. The community college registers about 800 new students each year; 2019 had
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lower registration rate since its beginnings, only 780 were enrolled during the study’s period.
Hence, the survey was distributed to the entire population of those students enrolled in Spanish
101 in their second or third quarter of their first year. The reason Spanish 101 classes were
selected for the administration of the survey is because all students in the ITSC in the abovementioned classes are required to take those classes, which provides a good opportunity for
survey completion. The survey was completed by students in three computers’ labs, with the
Spanish 101 teachers taking their students to the laboratory to complete the survey.
Instrumentation
This study is a quantitative nonexperimental one. In this case, the identification of
adjustment issues related to the phenomenon of being an economically disadvantaged, first year
student at DR’s new community college was done through a researcher-developed survey. I
researched many instruments in order to find one that fits with the purpose of the study, but not
one single instrument could be found. Instead, I found various instruments focused on pieces of
my study and I used ideas from them to create one specific to my population. One such
instrument is Schwarzer and Jerusalem’s (1995) Generalized Self Efficacy Scale, while ideas
also came from diverse articles such as Duckworth et al. (2007) who designed a self-report
survey called the Grit Scale to assess academic grit. To assess self-esteem, I obtained ideas from
Rosenberg’s (1965) Self Esteem Scale, and to assess motivation I reviewed Bozanoglu’s (2004)
Academic Motivation Scale (AMS) which was based on the developed validation of the
construct by Vallerand, Pelletier, Blais, Briere, Senecal, and Vallieres (1992).
The first page of this survey is an informed consent that explains the study and also
informs students about confidentiality. In the first question of the survey, students allowed their
responses to be used for research purposes. If a student changed their mind during the survey,
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they could stop the survey without having their data stored. The importance and the reason to
carry-out this study, along with the participation criteria and the researcher commitment to ethics
and participants’ protection assured the participants’ confidentiality.
Following the consent page, this instrument has four sections: (a) the motivational drivers
students have to face while they transition and during their first year at the ITSC, (b) the
transitional issues students face during their period at ITSC, (c) students’ perception of ITSC
faculty, and supporting services the institution offers, and (d) demographic and general
information about the student. Each portion of the survey offers a Likert scale to rate their level
of understanding with the survey statements (Gall, Gall, & Borg, 2007). The estimated survey
completion time was about 10 minutes. No questions were mandatory to answer for the
completion of the survey. Students were not required to enter any personal information to
guarantee that their responses would remain anonymous. The survey contains four open-ended
questions and Likert response scale. The survey is in Appendix B.
In order to pilot test my instrument, five community college students from Spanish 101
were asked to complete the online survey in Spanish to guarantee that the survey was easy to
read, that all items were comprehensible to the population, and to measure the average time to
complete the survey. Moreover, I gave a printed copy of the survey to each participant in the
pilot testing to write down any comments about the items of the instrument they may have.
Students completed the survey to ensure readability, clarity, and efficiency, and to
measure that could be completed in about 10 minutes, increasing the content validity of the
instrument (Creswell, 2014). At the conclusion of the pilot testing period, students were asked to
provide general feedback on the survey. Students were asked if they understood each question, if
any of the questions were superfluous, if parts of the survey were unclear, and if there were any
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items that they recommended changing. The data collected in the pilot testing were not used for
the study.
Data Collection Procedures
To access the potential participants of this study, I contacted the community college’s
administrative department to get the institutional permissions needed to conduct this research at
the community college. The goal was to have each Spanish 101 class come to the computer labs
so that students who agree to participate in the study can complete the survey while there. While
in the laboratory, students were greeted by myself and I asked them to read the inform consent to
consider taking the survey. They were asked to complete the survey or to sit quietly if they chose
not to complete the survey; after 10 minutes, all students returned back to their classes.
The reason Spanish 101 classes were selected is because all students enrolled at the ITSC
are required to take the aforesaid classes during their first year. There were approximately 28
sections of Spanish 101 with 30-31 students each.
Data Analysis
All survey data was downloaded by Qualtrics and entered into SPSS. Variables were
converted for analysis using numerical indicators for labels indicated in the data collection
section. If errors were identified, more checking and correcting occurred. All data is presented in
tables and figures.
Table 1 shows the type of analysis that was conducted to answer each research question.
Research questions 1-3 were analyzed using descriptive statistics including percentages, means,
and standard deviations. Research questions 4-5 were analyzed using inferential statistics which
allowed me to reach conclusions that extend beyond the immediate data I can get from
descriptive statistics itself (Lomax & Hahs-Vaughn, 2012). For research question 4, the
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inferential statistic of an ANOVA allowed some judgments of the probability that an observed
difference between groups is a dependable one or one that might have happened by chance in
this study. For research question 5, I used multiple regression to determine the extent that my
input variables can predict my outcome variables of students’ GPA and commitment to graduate.
For both research questions 4 and 5, I first needed to collapse my survey questions to create a
new collapsed variable using Cronbach’s Alpha to ensure interval consistency.
Table 1
Data Analysis Cross-Walk
Research question

Variables and Survey Items

Statistical Analysis

1. What motivational drivers do first year
community college students identify,
including reasons for enrolling in higher
education, their grit when faced with issues,
and their family/friend support, self-efficacy
and self-esteem?

Independent Variables (IVs)
Motivation (1,2)
Grit (2,3)
Family/friend support (4)
Self-efficacy (5,6)
Self-esteem (5,6)

Descriptive statistics

2. What academic, economic, social, and
emotional transition issues, if any, do they
identify as they move from high school into
the community college environment?

IVs
Academic (7)
Economic (8)
Social (9)
Emotional (10)

Descriptive statistics

3. What transitional support is provided by
the community college, including
counseling and student services, as well as
support offered by faculty?

4. How do these factors vary as broken
down by students enrolled in the various
academic areas offered by this community?
5. To what extent do transition issues,
motivational drivers, and levels of support
predict students’ first semester GPA and
their commitment to graduate?

IVs
Counseling (13,16,17)
Student services (12,18,19,20)
Faculty support (11)

Descriptive statistics

Variables above broken down by
program areas (27)

One-way between subjects
ANOVA

IVs listed above and the
Dependent Variable (DV) of
GPA and
Commitment to Graduate (1-19)

Cronbach’s alpha to create
collapsed variables,
multiple and logistic
regression
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Limitations and Delimitations
My research study includes a focus on the issues within an important group in the
educational setting: students. The first limitation I had was based on the researcher-constructed
survey and this might have created a misunderstanding with the translation into Spanish of the
instrument at the time of applying it this was the main reason of pilot testing it. This lead me as a
researcher to encounter the second limitation of my study: relying on Spanish faculty and
coordinators to allow their students to take the survey, I cannot predict how many of them might
not have given students the right information or let them go.
My study was delimited by some aspects. It was delimitated in participants since it only
contemplated ITSC students enrolled in Spanish 101 who were in their second or third quarter of
their first year.
Chapter 3 Closure
The research design and methodology proposed in this study were presented in this
chapter. A survey instrument was designed to identify the transition issues encountered by firstyear students who attended the DR’s first community college. This chapter presented the
population, instrumentation, data collection, and data analysis procedures in detail. Next, Chapter
4 will report the collected data results.
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CHAPTER IV
RESULTS
The purpose of this study was to identify the first-year experiences of students who attend
the DR’s first community college, many of whom are economically disadvantaged. By using a
quantitative method with a survey distributed to the entire population of first year students, my
hope was to yield a specific picture of any explicit academic, social and emotional issues these
students encountered in their first year at this community college. Additionally, I sought to
understand what supports these students did or did not find in the community college environment
to assist them with their academic, social and emotional adjustments as they transitioned to postsecondary education, including any adjustment issues, they encountered as they transitioned from
high school to higher education, as well as what motivated them to achieve their goals. This
quantitative study was guided by five research questions:
1. What motivational drivers do first year community college students identify, including
their reasons for enrolling in higher education, their grit when faced with issues, and their
family/friend support, self-efficacy and self-esteem?
2. What academic, economic, social, and emotional transition issues, if any, do they
identify as they move from high school into the community college environment?
3. What transitional support is provided by the community college, including counseling
and student services, as well as support offered by faculty?
4. How do these factors vary as broken down by students enrolled in the various
academic areas offered by this community college?
5. To what extent do transition issues, motivational drivers, and levels of support predict
students’ first semester GPA and their commitment to graduate?
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In order to answer these questions, a survey was distributed to the entire population of
first year students in three computer labs around the institution’s campus.
Out of the 780 students who were registered as first year students during 2019/20, 396
respondents completed the survey (51%). Of the 396 participants who completed the survey, 350
supplied a cellphone number to participate in a random drawing for one of five $20 bonuses from
a local mall offered as an incentive for participation in the study. An online random number
generator was used to choose the five winners who were contacted and claimed their bonus.
Description of Population
The target population for this study were first year students from the first community
college in the Dominican Republic. The survey was delivered to the entire population of first
year students in three computer labs within the institution, as taken there by professors who
helped with the process. After accounting for ineligibility, 396 (51%) participants who
completed the survey were used for the analysis. In reference to gender, 40.7% selected male,
57.6% selected female, and .5% or two participants preferred not to answer. Table 2 portrays
demographic data by gender.
Table 2
Respondents’ Gender (n=396)
Gender
Male
Female
Prefer do not answer
Total
Missing
Total

Frequency
161
228
2
391
5
396

Percent
40.7
57.6
.5
98.7
1.3
100.0

Participants were also asked various demographic questions that consisted of age range,
career program, secondary studies and parents’ schooling. Subsequent tables portray

51
demographic data for each construct. Table 3 summarizes the age range for my respondents. The
vast majority (65.9%) were in the 17 to 25 range, while 23.5% were in the 26 to 35 range.
Table 3
Respondents’ Age Range (n=396)
17 to 25
26 to 35
36 to 45
46 to 55
55+
Total
Missing
Total

Frequency
261
93
22
5
2
383
13
396

Percent
65.9
23.5
5.6
1.3
.5
96.7
3.3
100.0

Table 4 shows the respondents’ career program within the community college. The largest
cluster or 29.8% of participants belonged to Health career programs, with the remaining 69.2%
distributed among the other careers. Students were represented based on the seven areas as of
Health (29.8%), Tourism (20.2%), Information Technology (19.9%), Arts (14.4%), Mechanics
(6.1%), Industrial (5.6%), and Construction (1.8%).
Table 4
Respondents’ Career Program (n=396)
Health
Tourism
Information Technologies
Arts
Mechanics
Industrial
Construction
Total
Missing
Total

Frequency
118
80
79
57
24
22
7
387
9
396

Percent
29.8
20.2
19.9
14.4
6.1
5.6
1.8
97.7
2.3
100.0
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Public high schools were attended by 54.5% of respondents, followed by 19.4% from
private high schools. This was expected since in the institution there are twice as many
economically disadvantaged students as compared to any other higher education institution.
Table 5 portrays each of the high school types previously attended by my respondents.
Table 5
Respondents’ High School Attended (n=396)
Public high school
Private high school
Polytechnic
PREPARA
CENAPEC
Radio Phonic School
Total
Missing
Total

Frequency
216
77
70
24
5
1
393
3
396

Percent
54.5
19.4
17.7
6.1
1.3
.3
99.2
.8
100.0

In reference to highest degree level for one or both of their parents, 34.8% noted a high
school degree, 23.2% an elementary school, 17.7% a bachelor’s degree, 12.6% a technical
degree, 5.8% a master’s degree, 4.3% no schooling at all, and 0.5% a doctorate degree. In total,
62.3% of these students’ parents had a high school degree or less.
Table 6
Respondents’ Parental Schooling (n=396)
High school
Elementary
Bachelor’s degree
Technical
Master’s degree
None
Doctoral
Total
Missing
Total

Frequency
138
92
70
50
23
17
2
392
4
396

Percent
34.8
23.2
17.7
12.6
5,8
4.3
.5
99.0
1.0
100.0
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Research Question Results
The research questions from my study focused on identifying the first-year experiences of
community college students in the DR, including any adjustment issues they encountered as they
transitioned from high school to higher education, as well as what motivates them to achieve
their goals. The overall results from my study indicated some statistical results that may be
helpful understanding the type of tools and support to deliver within these kinds of institutions.
Research Question 1
My first research question sought to identify what motivational drivers first year
community college students recognize, including reasons for enrolling in higher education, their
grit when faced with issues, and their family/friend support, self-efficacy and self-esteem. In
order to address research question one, participants used a Likert scale of (1) Strongly disagree,
(2) Moderately disagree, (3) Somewhat disagree, (4) Somewhat agree, (5) Moderately agree, and
(6) Strongly agree. Each section on motivation, grit, family/friend support, self-efficacy, and
self-esteem consisted of four to eight survey items, and the reporting of descriptive results is
arranged from highest to lowest mean in each category.
Table 7 shows the descriptive statistics that include the means, frequencies, and standard
deviations regarding their motivation for attending the community college. Within this table, the
category on motivation showed students most agreed with the items that talks about obtaining
practical knowledge for their field study (M 5.58 and SD 1.18) and obtaining a quality education
(M 5.48 and SD 1.27). However, they agreed less with the statement about becoming a role
model for their family with a mean of 5.28 and a standard deviation of 1.35.

54
Table 7
Descriptive Data for Motivation
Survey items

1
n
%
18

2
n
%
0

3
n
%
4

4
n
%
10

5
n
%
30

6
n
%
300

Total
M

SD

Obtain practical
5.58
1.17
knowledge for
5.0
0.0
1.1
2.8
8.3
82.9
my field study
18
4
2
15
47
279
5.48
1.22
Have enhanced job
opportunities
4.9
1.1
0.5
4.1
12.9
76.4
21
2
2
16
35
281
5.48
1.27
Obtain a quality
education
5.9
0.6
0.6
4.5
9.8
78.7
Work toward a
26
2
2
15
26
294
5.45
1.36
better life
7.1
0.5
0.5
4.1
7.1
80.5
Become a role
7.1
0.5
0.5
4.1
7.1
80.5
5.28
1.35
model for my
5.7
1.4
2.3
8.2
15.1
67.3
family
Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Table 8 shows the descriptive statistics that include the means, frequencies, and standard
deviations for items related to grit.
Table 8
Descriptive Data for Grit
1 2 3
4
5
6
Total
n n n
n
n
n
M SD
% % % % % %
15 8 12 51 62 220 5.17 1.30
I finish whatever I begin.
4.1 2.2 3.3 13.9 16.8 59.8
16 4 14 46 111 162 5.03 1.26
I am diligent.
4.5 1.1 4.0 13.0 31.4 45.9
20 4 21 58 90 180 4.97 1.30
Obstacles and delays do not discourage me.
5.4 1.1 5.6 15.5 24.1 48.3
23 9 17 75 110 124 4.71 1.39
New ideas and projects never distract me from previous ones.
6.4 2.5 4.7 20.9 30.7 34.6
Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.
Survey items

The items in Table 8 measuring grit showed participants agreed most with the statement
that they finish whatever they begin (M 5.17 and SD 1.30), but a little less with the statement
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that they are diligent (M 5.03 and SD 1.26) and the least with the new ideas and projects never
distract me from previous ones (M 4.71 and SD 1.39).
Table 9 shows the descriptive statistics that include the means, frequencies, and standard
deviations for the items related to family/friend support. Family was noted as providing the
strongest support (M 5.35 and SD 1.28), followed by friends (M 4.54 and SD 1.53). The lowest
rated support item is neighbors or other community members (M 3.76 and SD 1.75).
Table 9
Descriptive Data for Family/Friends Support
1
n
%
20
5.2

2
n
%
3
0.8

3
n
%
5
1.3

4
n
%
38
9.9

5
n
%
47
12.2

6
n
%
272
70.6

My former high
school teachers

30
9.2
55
17.4

10
3.1
9
2.8

20
6.1
29
9.1

74
22.6
67
21.1

81
24.8
58
18.3

My roommate (left
blank if none)

28
18.7

25
3.3

15
10.0

32
21.3

22
14.7

My family
My friends

Total
M
5.35

SD
1.28

112
34.3
99
31.2

4.54

1.53

4.14

1.79

48
32.0

4.06

1.83

My neighbors or
59
25
34
68
67
60
3.76
1.75
other community
18.8
8.0
10.9
21.7
21.4
19.2
members
Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Table 10 shows the descriptive statistics that include the means, frequencies, and standard
deviations for the items related to self-efficacy. The aspects of self-efficacy found participants
most agreed most is that they can manage to solve difficult problems if they try hard enough (M
5.54 and SD 1.04) and that if someone opposes them, they can find the means and ways to get
what they want (M 5.08 and SD 1.27). They agreed the least with the statement that it is easy for
them to stick to their aims and accomplish their goals (M 4.51 and SD 1.29).

56
Table 10
Descriptive Data for Self-Efficacy
Total
1
n
Survey items
%
I can manage to solve difficult problems if I try hard enough 12
3.1

2
n
%
2
0.5

3
n
%
2
0.5

4
5
6
n
n
n
%
%
%
M SD
23 56 289 5.54 1.04
6.0 14.6 75.3

If someone opposes me, I can find the means and ways to
get what I want

15 9 10 48 103 184 5.08 1.27
4.1 2.4 2.7 13.0 27.9 49.9

Thanks to my resourcefulness, I know how to handle
unforeseen situations

7 7 18 80 107 155 4.97 1.14
1.9 1.9 4.8 21.4 28.6 41.4

It is easy for me to stick to my aims and accomplish my
goals

16 12 36 95 118 89 4.51 1.29
4.4 3.3 9.8 26.0 32.2 24.3

Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Table 11 shows the descriptive statistics that include the means, frequencies, and standard
deviations for the items related to self-esteem.
Table 11
Descriptive Data for Self-esteem
1
n
%
11
2.9
14
3.8
11
3.0
12
3.2

2
n
%
4
1.1
4
1.1
1
0.3
8
2.1

3
n
%
1
0.3
11
2.9
5
1.3
11
2.9

4
n
%
15
3.9
41
11.0
69
18.5
72
19.2

5
n
%
38
10.0
75
20.1
100
26.9
94
25.1

6
n
%
311
81.9
228
61.1
186
50.0
178
47.5

Total

Survey items
M SD
I feel I can be successful in
5.63 1.02
new role in college
I feel confident even when
5.26 1.21
someone criticizes me
I can find several solutions to
5.16 1.10
a problem.
I can remain calm when
5.03 1.22
facing difficulties because I
rely on my coping abilities.
Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Within Table 11, the highest rated items are that they feel that they can be successful in
their new role in college (M5.63 and SD 1.02) and they feel confident when someone criticizes
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them (M 5.26 and SD 1.21). The lowest rated item is that they can remain calm when facing
difficulties because they can rely on their coping abilities (M 5.03 and SD 1.22).
Research Question 2
The second question focused on what academic, economic, social, and emotional
transition issues, if any, they identified as they moved from high school into the community
college environment. In order to address research question two, respondents were asked to use a
Likert scale ranging from (1) strongly disagree (2) moderately disagree, (3) somewhat disagree,
(4) somewhat agree (5) moderately agree, and (6) strongly agree.
Table 12 shows the descriptive statistics that include the means, frequencies, and standard
deviations of issues related to academic transition. In this case, the higher the mean indicates the
less concern they had with that issue. The item they rated the highest, or the least concern, is that
their classes were manageable (M 5.08 and SD 1.33), while the lowest rated, or highest concern.
was that overall, their academic work was good (M 4.56 and SD 1.15).
Table 12
Descriptive Statistics for Academic Transition Issues

Survey items
The classes were
manageable.
My grades were
good.
I adjusted to a
college class
schedule easily.
Overall, academic
work was good.

1
n
%

2
n
%

3
n
%

4
n
%

5
n
%

17
4.5
12
3.2
15
3.9

9
2.4
11
2.9
12
3.1

45
12.0
27
7.2
24
6.3

89
23.7
86
23.0
66
17.3

107
28.5
132
35.3
66
17.3

6
n
%
109
29.0
106
28.3
199
52.1

11
2.9

5
1.3

12
3.1

61
16.0

117
30.6

176
46.1

Total
M
5.08

SD
1.33

4.97

1.22

4.69

1.36

4.56

1.15

Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.
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Table 13 shows the descriptive statistics that include the means, frequencies, and standard
deviations for the item economic transition issues. Clearly there are some economic issues in that
overall, the means are much lower for these items. The highest rated was having adequate money
to live on (M 4.64 and SD 1.34), while the lowest was having adequate funding to pay for social
things (M 3.86 and SD 1.42).
Table 13
Descriptive Statistics for Economic Transition Issues
Adequate $
To live on.
To pay for tuition.

1
n
%
13
3.5
25
6.6
29
7.5

2
n
%
18
4.9
29
7.7
27
7.0

3
n
%
31
8.4
38
10.1
53
13.8

4
n
%
89
24.3
92
24.3
100
26.0

5
n
%
92
25.1
62
16.4
64
16.6

6
n
%
124
33.8
132
34.9
112
29.1

Total
M
4.64

SD
1.34

4.41

1.55

To pay for bus fare or
4.24
1.54
other transportation
costs
To pay for living
37
17
78
93
82
58
3.93
1.47
expensive.
10.1
4.7
21.4
25.5
22.5
15.9
To pay for social
34
24
71
116
71
49
3.86
1.42
things.
9.3
6.6
19.5
31.8
19.5
13.4
Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Table 14 shows the descriptive statistics that include the means, frequencies, and standard
deviations for items depicting social transition issues. The items rated the highest, which means
fewer concerns, include always being responsible with their time (M 5.31 and SD 1.12), and
easily socializing with other people (M 5.24 and SD 1.67). Not getting enough sleep was the
biggest social transition issue (M 3.79 and SD 1.55).
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Table 14
Descriptive Statistics for Social Transition Issues.
1
2
3
4
5
6
Total
n
n
n
n
n
n
Survey items
%
%
%
%
%
%
M
SD
I was always responsible with my
10
3
10
46
77
230
5.31 1.12
time.
2.7
0.8
2.7
12.2
20.5
61.2
I found it easy to socialize with other
12
5
7
50
85
217
5.24 1.67
people.
3.2
1.3
1.9
13.3
22.6
57.7
I easily decided which groups to join.
12
7
16
59
79
200
5.11 1.24
3.2
1.9
4.3
15.8
21.2
53.6
I was never influenced to do things I
21
14
25
72
55
178
4.81 1.48
was uncomfortable doing.
5.8
3.8
6.8
19.7
15.1
48.8
I did not party too much.
24
19
28
76
80
139
4.60 1.50
6.6
5.2
7.7
20.8
21.9
38.0
I always got enough sleep.
47
23
78
95
66
61
3.79 1.55
12.7
6.2
21.1
25.7
17.8
16.5
Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Table 15 shows the descriptive statistics that include the means, frequencies, and standard
deviations for any emotional transition issues. The item rated the highest, which means the least
issue, was got along with their relatives or peers living around them (M 5.38 and SD 1.10).
Never being stressed over grades was the lowest rated item, which means it was the highest
emotional transition issue (M 4.19 and SD 1.56).
Table 15
Descriptive Statistics for Emotional Transition Issues

Survey items
I got along with my relatives or peers
living around me.
I never felt lonely/alone.

1
n
%
8
2.1

2
n
%
6
1.6

3
n
%
11
2.9

4
n
%
35
9.2

5
n
%
67
17.7

6
n
%
252
66.5

Total
M
5.38

SD
1.10

29
13
19
57
88
175
4.80
1.52
7.6
3.4
5.0 15.0 23.1 45.9
I was never stressed over grades.
37
25
45
80 103
87
4.19
1.56
9.8
6.6 11.9 21.2 27.3 23.1
Likert: (1) strongly disagree (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree (5)
moderately agree, and (6) strongly agree.
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Research Question 3
The third question captures what transitional support is provided by the community
college, including counseling and student services, as well as support offered by faculty.
Table 16 shows the descriptive statistics including means, frequencies, and standard
deviations for faculty support items. The highest rated faculty support item is that they have
provided good advice about their career program (M 5.30 and SD 1.13), followed by their
questions helped them to understand (M 5.26 and SD 1.18). The lowest rated item was that
faculty considered students’ feelings/emotional support (M 4.52 and SD 1.41).
Table 16
Descriptive Statistics for Faculty Support.

Survey items
They have provided good
advice about my career
program.
Their questions help me to
understand.
Their ongoing feedback
around classroom issues
helps me grow.
I feel comfortable to tell them
I do/do not understand
something.
They continuously move
around the classroom and
talk to me.
They consider my
feelings/emotional support.

1
n
%
11
2.9

2
n
%
3
0.8

3
n
%
10
2.6

4
n
%
45
11.8

5
n
%
78
20.9

6
n
%
234
61.4

Total

13
3.5
17
4.5

3
0.8
4
1.1

11
2.9
13
3.5

44
11.7
68
18.2

78
20.8
78
20.9

226
60.3
194
51.9

5.26 1.18

22
5.8

9
2.4

18
4.7

59
15.5

70
18.4

203
53.3

4.98 1.42

29
7.7

8
2.1

27
7.2

68
18.1

102
27.2

141
37.6

4.68 1.48

20
5.4

19
5.2

26
7.1

102
27.8

86
23.4

114
31.1

4.52 1.41

M
SD
5.30 1.13

5.05 1.29

Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.

Student were also asked to provide input on any counseling and/or student services
support, as well as participation in any extracurricular activities. For these survey items,
students were first asked if they have been involved with such support or activities (i.e., not at
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all, a little, a lot, was not aware of it). If they reported a little or a lot of involvement, then they
were asked further questions about such involvement.
Table 17 shows different services delivered by the counseling department. Of the 396
respondents, 262 indicated that they had received a little or a lot of support via courses offered
by the counseling department, while 134 respondents noted they were not aware of any such
services.
Table 17
Extent of Support Received via Counseling Department Courses (n=262)

Survey items
Study techniques

1
n
%

2
n
%

3
n
%

4
n
%

5
n
%

6
n
%

Total

M
SD
26
6
20
31
72
98
4.62 1.60
10.3
2.4
7.9
12.3
28.5
38.7
Emotional
60
6
13
26
49
75
3.97 2.02
intelligence
26.2
2.6
5.7
11.4
21.4
32.8
Conflict resolution
63
11
18
18
52
66
3.80 2.03
27.6
4.8
7.9
7.9
22.8
28.9
Self-control
62
11
12
27
55
57
3.77 1.99
27.7
4.9
5.4
12.1
24.6
25.4
Stress management
68
11
16
28
46
57
3.64 2.02
30.1
4.9
7.1
12.4
20.4
25.2
Likert: (1) Not at all, (2) to a small extent, (3) to some extent, (4) to a moderate extent, (5) to a great
extent, (6) to a very great extent.

For those who noted they received counseling department support, then rated the extent
of such support, with the highest item being study techniques (M 4.62 and SD 1.60). The lowest
rated was stress management (M 3.64 and SD 2.02). Those receiving services were also asked to
rate their overall level of satisfaction, with a great amount of participants 140 (53.4%) noted they
were very greatly satisfied, followed by 63 participants (24.0%) indicated that they were greatly
satisfied and 59 participants (22.5%) indicating that they were at least moderately satisfied.
Regarding extracurricular activities provided by student services, only 49 respondents
indicated their involvement, while 319 respondents noted they were not aware of such activities

62
being available; those involved then went on to rate the extent of such involvement (see Table
18). Sports were noted with the highest level of involvement (M 2.61 and SD 1.96), and drama
rated as the lowest (M 2.00 and SD 1.41).
Table 18
Extent of Involvement in Specific Extracurricular Activities (N=49)
1
2
3
4
5
6
Total
n
n
n
n
n
n
Activities
%
%
%
%
%
%
M
SD
Sports
24
5
6
2
4
8
2.61
1.96
49.0
10.2
12.2
4.1
8.2
16.3
Dancing
27
0
7
4
3
4
2.29
1.77
60.0
0.0
15.6
8.9
6.7
8.9
Drama
27
2
10
2
3
1
2.00
1.41
60.0
4.4
22.2
4.4
6.7
2.2
Likert: (1) Not at all, (2) to a small extent, (3) to some extent, (4) to a moderate extent, (5) to a great
extent, and (6) to a very great extent.

All participants were asked to rate the value of extracurricular activities no matter if they
were involved or not in such activities (see Table 19). On average they at least somewhat agreed
that extracurricular activities enhance their self-confidence (M 4.53 and SD 1.37) and help
improve their grades (M 4.25 and SD 1.44).
Table 19
Overall Value of Extracurricular Activities

Survey questions
Overall, extracurricular
activities enhance my selfconfidence.
Overall, my grades improve
when I am involved in
extracurricular activities.

1
n
%
21
5.7

2
n
%
12
3.3

3
n
%
24
6.5

4
n
%
119
32.3

5
n
%
78
21.2

6
n
%
114
31.0

30
8.3

11
3.0

43
11.9

119
33.0

72
19.9

86
23.8

Total
M
4.53

SD
1.37

4.25

1.44

Likert: (1) strongly disagree, (2) moderately disagree, (3) somewhat disagree, (4) somewhat agree, (5)
moderately agree, and (6) strongly agree.
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Regarding support from the student services office, 280 respondents reported receiving
such support, while 116 respondents noted they were not aware of such services. Table 20
shows the type and level of support, with mentoring receiving the most (M 4.13 and SD 1.99),
and meal support the least (M 1.85 and SD 1.62). Those receiving support were also asked to rate
their overall level of satisfaction, with 131 respondents (50.8%) indicating they were very greatly
satisfied, 64 (25.3%) indicating being greatly satisfied, and 69 (27.1%) indicating being
moderately satisfied.
Table 20
Extent of Support Received from Student Services (N=280)

Services
Mentoring
Medical aid
Financial aid
Dentistry aid
Meal support

1
n
%
64
22.9
148
60.4
174
71.6
171
71.5
178
73.9

2
n
%
9
3.2
19
7.8
9
3.7
14
5.9
12
5.0

3
n
%
24
8.6
10
4.1
13
5.3
12
5.0
10
4.1

4
n
%
18
6.4
14
5.7
15
6.2
7
2.9
10
4.1

5
n
%
59
21.1
25
10.2
15
6.2
19
7.9
13
5.4

6
n
%
106
37.9
29
11.8
17
7.0
16
6.7
18
7.5

Total
M
4.13

SD
1.99

2.33

1.90

1.93

1.64

1.90

1.63

1.85

1.62

Likert: (1) Not at all, (2) to a small extent, (3) to some extent, (4) to a moderate extent, (5) to a great
extent, and (6) to a very great extent.

Research Question 4
The fourth question focused on how the various constructs as captured via the survey
vary as broken down by students enrolled in the various academic areas offered by this
community college. Before such differences could be determined, survey items within the
constructs of motivation, grit, family/friends support, self-efficacy and self-esteem needed to be
collapsed to create new construct variables. This then allowed statistics to be conducted to
compare mean differences between groups.
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Table 21 shows all of the collapsed means. The perceived level of motivation was ranked
the highest (M 5.38 and SD 1.29), followed by self-esteem (M 5.25 and SD .985), grit (M 4.96
and SD 1.11), self-efficacy (M 4.91 and SD .98), and family/friends support (M 4.54 and SD
1.28). In other words, students reported experiencing higher levels of motivation and self-esteem
to study at the institution, and lower levels of support from people they know.
Table 21
Descriptive Data for Collapsed Variables
Independent variables
Motivation
Grit
Family/friend Support
Self-efficacy
Self-esteem
Academic
Economic
Social
Emotional
Faculty
Counseling
Extracurricular Activities
Student Services

N
396
395
391
386
385
394
392
388
389
388
262
56
287

M
5.38
4.96
4.54
4.90
5.25
4.81
4.22
4.82
4.79
4.92
4.11
2.57
2.80

SD
1.29
1.11
1.28
.984
.985
1.01
1.23
.980
1.10
1.07
1.71
1.66
1.68

To ensure the reliability of collapsing all survey items within each construct, Cronbach’s
alphas were determined for the 13 newly collapsed variables (see Table 22). Data reveals that all
but one newly created construct was determined to have high reliability, based on scores of .700
and higher for each construct; this suggests that survey items within each construct were related
to each other, and consequently, measuring the same behavior. Only one of the constructs
(emotional .625) was under this value, which should be considered a limitation (Gliem & Gliem,
2003).
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Table 22
Cronbach's Alpha of Collapsed Constructs
Collapsed Variable

N

Alpha

Motivation
Grit
Family/friend support
Self-efficacy
Self-esteem
Academic
Economic
Social
Emotional
Faculty
Counseling department
Extracurricular Activities
Student services

396
395
391
386
385
394
392
388
389
388
262
56
287

.955
.780
.724
.750
.818
.729
.860
.760
.625
.848
.931
.812
.837

To specifically address research question 4, parametric analyses were used to determine
if there were statistically significant difference among constructs of motivation, grit,
family/friends support, self-efficacy and self-esteem, academic, economic, social, emotional,
faculty, counseling, extracurricular activities and student services, several one-way ANOVAs
were conducted with different academic areas. For the 13 variables, normality as assessed by
Shapiro Wilk’s test, and homogeneity of variance as assessed by Levene’s test for equality of
variances, were violated; consequently, a Welch ANOVA is used. Although some assumptions
(e.g., normality) were violated, “parametric statistics can be used with Likert data, with small
sample sizes, with unequal variances, and with non-normal distributions, with no fear of ‘coming
to the wrong conclusion’ (Norman, 2010, p. 631). There were some outliers in the data, as
assessed by visual inspection of a boxplot, that were kept in the analysis.
Table 23 shows means and standard deviations for each construct as broken down by the
seven academic areas available in the community college. While a visual review shows different
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means, the Welch ANOVA analysis revealed no statistically significant differences between the
various academic program groups.
Table 23
Descriptive Statistics by Academic Areas
Arts
Health
IT
Electro.
Indus.
Constr.
Tourism
M
M
M
M
M
M
M
SD
SD
SD
SD
SD
SD
SD
5.64
5.41
5.34
5.22
4.49
5.94
5.12
Motivation
.915
1.38
1.93
1.26
.926
.151
1.61
4.97
5.11
4.91
4.96
5.29
4.89
4.74
Grit
.990
1.03
1.05
.943
.840
1.74
1.40
Family/friends
4.71
4.99
4.33
4.51
4.72
4.23
4.49
support
1.32
.840
1.26
.978
1.16
1.63
1.33
4.89
5.00
4.86
4.90
5.08
4.89
4.71
Self-efficacy
.816
.902
.999
1.01
.959
1.10
1.20
5.30
5.38
5.19
5.33
5.59
5.18
4.98
Self-esteem
.588
.951
.995
.817
.460
1.30
1.29
4.80
4.94
4.66
4.95
4.91
4.67
4.71
Academic
.915
.983
1.03
.850
.829
.878
1.24
Economic
4.39
4.20
4.29
4.57
3.87
3.91
4.16
1.19
1.21
1.29
1.36
1.25
.773
1.18
Social
4.77
4.72
4.84
4.93
4.98
4.83
4.89
.901
1.02
1.05
.803
.441
.839
1.09
Emotional
4.67
4.84
4.80
5.04
4.79
4.57
4.71
.993
1.07
1.09
.918
.929
1.36
1.33
Faculty
4.83
4.99
4.77
4.98
4.75
5.14
5.03
1.07
.971
1.28
.842
1.10
.581
1.10
Counseling
4.41
4.14
4.19
4.19
3.96
3.94
3.66
1.57
1.80
1.64
1.48
1.62
2.09
1.77
Extracurricular Act.
3.33
1.78
2.41
3.85
2.47
3.83
2.67
.843
1.25
1.93
1.68
1.64
3.06
1.60
Student services
3.10
2.85
2.63
2.86
2.73
3.72
2.73
1.98
1.67
1.78
1.43
1.14
1.63
1.60
Notes: Arts (n= 57), Health (n= 118), IT (n= 79), Electromechanics (n=24), Industrial (n= 22), Construction
(n= 7), Tourism (n=80). * Significant at p < 0.05 via One-Way ANOVA analysis
Variables

Several Kruskal-Wallis tests were then conducted to determine if it detected any
significant differences within the 13 independent variables among academic area groups. The
means for two constructs were revealed as statistically significant different, Motivation (χ 2 (6) =
18.909, p = .004) and Self-esteem (χ 2 (6) = 12.947, p = .044), as assessed by visual inspection of
a boxplot. Subsequently, pairwise comparisons were performed using Dunn’s (1964) procedure,
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and post hoc analysis also revealed no statistically significant differences in Motivation and Selfesteem scores among the groups.
Research Question 5
Finally, the fifth question focused on to what extent transition issues, motivational
drivers, and levels of support predict students’ first semester GPA and their commitment to
graduate. To address this research question multiple and logistic regressions were conducted.
The mean scores from the 13 constructs were used as the independent variables, with the
dependent variables of students’ GPA and commitment to graduate. Other independent variables
were also included in the regression equation as control variables, including parental schooling,
high school type, gender, and age.
Several nominal control variables consisting of three or more categories were
transformed to be entered in the regression analyses. The control variable “Parental schooling”
had seven categories and was transformed into a new variable “First-Generation Student” where
(1) None, (2) elementary, (3) high school, and (4) technical were coded 0, and (5) bachelor, (6)
master, and (7) doctorate were coded 1, indicating that the participant is a “first generation” or a
“non-first-generation” student respectively. The control variable, “High school attended,” was
transformed as well, and recoded into two new variable “High school type” (Public = 0, Private
=1).
One dependent variable “Commitment to graduate” was transformed and recoded into a
binary variable from a six point Likert-scale and coded as follows: the first category of values (1)
strongly disagree (n= 4), (2) moderately disagree (n= 1), and (3) somewhat disagree (n= 0), were
coded 0; while the second category, coded 1, consisted of those values corresponding to (4)
somewhat agree (n= 10), (5) moderately agree (n= 21), and (6) strongly agree (n= 355), were
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coded 1. This depicts the respondents who are in agreement or disagreement with the statement
about their commitment to obtain the associate degree in the community college.
Correlation. Using nonparametric correlation tests, analyses were conducted to
determine the relationship among all variables in the study (see Table 24).
Table 24

-- .121* -.045 -.025 -.064 -.057 -.086

GPA
Commitment to
Graduate
Motivation

.032

.003

.022 -.021 -.032

.024

Age

Gender

Counseling
Department

Faculty

Emotional

Social

Economic

Academic

Self Esteem

Self-Efficacy

Family/friends
Support

Grit

Motivation

GPA

Variables

Commitment to
Graduate

Pearson's Correlation of GPA and Commitment to Graduate

.027 -.001

-- .256** .242** .129* .228** .307** .355** .185** .329** .241** .311** .172** .109*
-- .568** .361** .418** .582** .460** .231** .472** .311** .400**

.075

.113

.024

.021

-- .463** .578** .699** .554** .338** .564** .438** .456** .148*

.054

.078

Family/friends
Support

-- .362** .438** .441** .204** .357** .336** .354** .171**

.060

.024

Self-Efficacy

-- .657** .607** .421** .578** .451** .488**

.063

.047

-- .639** .381** .675** .579** .557** .200** -.013

.049

-- .445** .675** .578** .621** .177**

.065

Grit

Self-Esteem
Academic
Economic

.119

.047

-- .503** .338** .449** .172** -.051 -.012
-- .588** .603** .209** -.024 .116*

Social
Emotional

-- .570** .230** -.057
-- .241**

Faculty
Counseling
Gender

-.

.093

.056 .128*
.061

.026

-- .141**

Age

--

Note: **p<.05 (2-tailed), **p<.01 (2-tailed); Statistically significant correlations are bold.

Specifically, to show the correlation strength of the independent variables (Motivation,
Grit, Family/friends support, Self-Efficacy, Self-esteem, Academic, Economic, Social,
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Emotional, Faculty, Counseling Department, and Demographics (Gender and Age)) with the
dependent variables (Commitment to Graduate and GPA), a Pearson correlation analysis was
conducted. No predictor variables showed significant correlations with GPA, whereas all but
Age showed a significant correlation with Commitment to Graduate.
Regression analysis. Numerous logistic regression models were built using stepwise
(forward and backward) and manual entry logistic regression methods. Of the models tested, the
one with the highest level of prediction and Nagelkerke R2 values is presented in Table 25. The
logistic regression model was statistically significant, χ2(5) = 32.311, p = .001 and according to
the Nagelkerke R2 it explains 30.4% of the variation in the dependent variable of commitment to
graduate.
Table 25
Significant Model Fit
Test
Omnibus Model Coefficients
Hosmer/Lemeshow Test
Nagelkerke R2 .304

Chi Square
32.311
7.728

df
12
8

P
.001
.460

The classification accuracy of the model predicting those falling into the categories of
disagreement (0) and agreement (1) with the statement I am strongly committed to obtaining my
associate degree was tested using the Receiver Operating Characteristic (ROC) curve as shown
in Figure 2. This measure is considered the standard and gives a better description of
categorization accuracy.
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Figure 2. ROC curve of the model classification.
The analysis from the binary logistic regression showed that the independent variables
Counseling Department (p = .049) and Female (p = .035) were statistically significant for the
dependent variable Commitment to Graduate. Subsequent, logit(CommitmenttoGraduate) = 2.091+.320 Counseling Department; logit(CommitmenttoGraduate) = -2.091+-1.284 Gender (see
Table 25). The odds ratio for the significant variables were converted to a percentage by using
the following formula: (ExpB-1) x 100.
The results in Table 26 indicated that for those who used the services from the counseling
department vs those who did not, the odds of reporting agreement of commitment to graduate
would be 1.377 times as likely; in other words, the odds of the agreement to commitment to
graduate increase by 38%. Another variable that is statistically significant was “female (vs
male)”, whereby being female is associated with the odds of commitment to graduate increasing
by 72%, as compared to males. Table 26 offers a full summary of the model.
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Table 26
Logistic Regression Summary Predicting Commitment to Graduate
Variable

B

S.E.

Wald

Sig.

Exp(B)

Exp(B)
(%)

95% C.I.for EXP(B)
Lower

Upper

Motivation

.108

.223

.236

.627

1.114

11%

.720

1.726

Grit

.145

.346

.175

.676

1.156

16%

.586

2.278

Family/friend support

.015

.271

.003

.957

1.015

1%

.596

1.728

Self-Efficacy

-.331

.421

.616

.432

.718

-28%

.315

1.640

Self Esteem

-.292

.490

.356

.551

.747

-25%

.286

1.949

Academic

.684

.405

2.849

.091

1.982

98%

.896

4.384

Economic

-.116

.310

.140

.709

.891

-11%

.485

1.635

.474

.462

1.051

.305

1.606

61%

.649

3.972

-.116

.339

.116

.733

.891

-11%

.458

1.732

Faculty

.383

.340

1.270

.260

1.466

47%

.753

2.853

Counseling Department

.320

.162

3.884

.049*

1.377

38%

1.002

1.893

Female (vs male)

-1.284

.608

4.455

.035*

.277

-72%

.084

.912

Constant

-2.091 1.235

2.865

.091

.124

---

---

---

Social
Emotional

Note: Significant at *p<0.05, Odds ratio for the significant variables were converted to a percentage by
using the following formula: (ExpB-1) x 100

Grade point average. To determine to what extent transition issues, motivational
drivers, and levels of support predict students’ first semester GPA, a multiple linear regression
was conducted. Since my concern is in the adjustments students go through during their first
year; using students’ GPA, the variables were entered in this order: (a) Demographic, high
school type, first generation student; (b) Transitional issues; and (c) Motivational drivers and
counseling department.
The first model examined was a full model including all the variables. There was
independence of residuals, as assessed by a Durbin-Watson statistic d = 1.485. There was
linearity as assessed by partial regression plots and a plot of studentized residuals against the
predicted values. There was homoscedasticity, as assessed by visual inspection of a plot of
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studentized residuals versus unstandardized predicted values. There was no evidence of
multicollinearity, as assessed by tolerance values greater than 0.1. There were some cases with
studentized deleted residuals greater than ±3 standard deviations; conversely, none of the cases
had Cook's distance values above 1 and all were kept in the analysis. Looking at the normal P-P
plot of standardized residual for the outcome variable, the expected patter indicates that
assumption of normality was met.
Table 27 shows the standardized regression coefficients (β) for Model 1, first generation
student (p = .034) is a statistically significant predictor for GPA, β = .144, t = 2.134, p = .034.
Table 27
Multiple Regression Predicting GPA

(Constant)

Grade Point Average
Model 1
Model 2
B
β Sig.
b
β Sig.
B
**
**
.000
3.018
.000 3.261
3.263

Female (vs male)

-.016 -.013 .840

Variable

-.028 -.023 .733

Model 3
β
Sig
.000**

rs

rs2(%)

-.038 -.031 .648 -0.072

1%
3%

Age

.000 -.005 .935

.000 .003 .967 -7.653E-6 .000 .999 -0.184

First Generation Student

.204 .144 .034*

.234 .165 .019*

.234 .165 .019* 0.536 29%

-.138 -.104 .117

-.157 -.117 .082

-.150 -.112 .097 -0.344 12%

-.012 -.023 .790

-.011 -.021 .804 -0.100

1%

.025 .045 .628

.026 .048 .602 -0.060

0%

Family/friend support

-.025 -.051 .488

-.029 -.058 .427 -0.172

3%

Self-Efficacy

-.086 -.131 .154

-.078 -.120 .198 -0.296

9%

Academic

.102 .160 .108

.113 .178 .080 0.092

1%

Economic

-.033 -.064 .418

-.030 -.059 .466 -0.148

2%

.038 .059 .580

.035 .054 .615 -0.076

1%

-.064 -.112 .243

-.058 -.102 .298 -0.244

6%

-.041 -.069 .455 -0.216

5%

.027 .074 .279 0.216

5%

Private high school
Motivation
Grit

Social
Emotional
Faculty
Counseling Department

R2
F
ΔR2
ΔF

.029
1.701
.029
1.701

.151
.151

.056
1.103
.027
.810

.359
.595

.063
1.057
.007
0.791

.399
.455

Note: N = 307. *p < .05, **p < .0, b = unstandardized regression coefficients; β = standardized regression
coefficients; rs = structure coefficients; rs2 = squared structure coefficients are shown for the full model.
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Examining the standardized regression coefficients for the full regression models
(Models 3), only first generation remains statistically significant, while all other variables are
non-significant predictors of student GPA. The final model predicted GPA with all independent
variables being controlled for each other.
The ANOVA results show that the demographic and background variables of gender,
age, high school type and first generation student variables alone (Model 1) as predictors of GPA
generated a non-significant predictor equation, F(4, 231) = 1.701, p = .151. The inclusion of the
transition issues and motivational drivers (Model 2) and levels of support (Model 3) did not
reveal any additional significant individual variable predictors, except for the variable of “first
generation student”. The best model (model 3) accounted for 6.3% (R2=.063) of the variance in
GPA, but the equation was not statistically significant [F(14, 221) = 1.057, p = .399]. There was
no statistically significant improvement from model 1 to model 2, and from model 2 to model 3,
as indicated by the delta statistics in the above table.
Chapter 4 Closure
This chapter was the resulting summary of surveying 396 first year students in the
Dominican Republic from the first and only community college. The purpose was to identify the
first-year experiences of students who attend the DR’s first community college, many of whom
are economically disadvantaged. Respondents generated the picture of explicit academic, social
and emotional issues they found in their first year at this community college. Furthermore, I
revealed what supports these students did or did not find in the community college environment
to assist them with their academic, social and emotional adjustments as they transitioned to postsecondary education, including some important adjustment issues, they encountered as they
transitioned from high school to higher education, as well as their motivation to achieve their
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goals within this community college. My summary and discussion of these findings will be
covered in Chapter 5.
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CHAPTER V
DISCUSSION
This is the end of this journey, a final chapter that delivers a synopsis of the key
essentials of this research, focuses my findings’ relationships with formerly cited literature,
offers a set of implications for practice, and indicates topics for further research. In the first
section, I summarize the key findings for each research question. In the discussion and
connection to previous research, I integrate my study’s findings and previous research as a
means to reveal new knowledge for the Dominican educational context. In the
recommendations section, I offer ideas to both educational leaders and researchers, providing
ideas to assist stakeholders in their decision-making processes, and offering several topics for
further research.
Results by Research Question
My respondents included 396 community college students from a community college in
the Dominican Republic.
Demographics
As shown in Table 2 in Chapter 4, every segment of the population appears to have
responded, with 40.7% identifying as males and 57.6% as females. This gender distribution was
not surprising given the trends for females to be in the major in higher education institutions. The
vast majority (97%) were in their first year ever in higher education, while 3% had previously
left the institution and then reentered.
The categorization of ages showed that 65.9% were in the 17 to 25 age range, 23.5% in the
26 to 35 age range, and 10.6% were age 36 or older. The demographics for academic areas
showed 29.8% in Health career programs, 20.2% in Tourism, 19.9% in Information
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Technologies, 1.4% in the Arts, 6.1% in Electromechanics, 5.6% in Industrial career programs,
and 1.8% in Construction. Since Construction is one of the smallest career programs, it had the
smallest representation in this study. Overall, a good representation existed from the whole
institution.
In reference to the participant’s pre-college information, it was also not surprising there
was a high number of respondents coming from a public high schools (54.5%), followed by
respondents coming from private high schools (19.4%); others came from a polytechnic (17.7%),
and the rest of respondents came from different high school programs the government sponsors
for low-income students (7.7%). Where they attended high school comes in part from their
parents’ schooling history. Most of their parents never acquired university degrees. Participants’
parents who finished high school from diverse government programs accounted for 34.8% of
participants, followed by those who only finished elementary school (23.2%), and those who had
not formal schools at all (4.3%); this results in over 60% of the participants being considered
first generation in college, which was found to be a significant predictor of my participants’
GPA. On the other hand, 17.1% of participants had one or both parents who had finished a
bachelor’s degree, 12.6% a technical degree, and 5.8% a master’s degree.
Overall, the demographics conveyed by respondents appear most relevant and usable to
community colleges or public institutions of relative size. However, given there was a reasonable
representation of the whole institution and this sample size helped to answer my research
questions, I would argue that many Dominican institutions could benefit from the results of my
study.
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Key Findings: Research Question 1
My first research question sought to identify what motivational drivers first year
community college students recognize, including reasons for enrolling in higher education, their
grit when faced with issues, and their family/friend support, self-efficacy and self-esteem. In
order to address this research question, respondents used a 6-point Likert scale of (1) Strongly
disagree, and then (6) listed as strongly agree. The closer the score was to 6, the more an
individual perceived something as a stronger motivational driver. The closer the score was to 1,
the more an individual perceived it as a weaker motivational driver.
Survey items in the construct of motivation showed the highest average mean score (M
5.38). The highest rated individual item was the motivator of obtaining practical information for
my field of study (M 5.58), while being a role model for my family was the lowest rated item (M
5.28); both items were still overall rated quite high.
The second highest overall mean was for the construct of self-esteem (M 5.25). Within
this construct, the highest rated individual survey item was I feel I can be successful in my new
role in college (M 5.63), while the lowest rated individual item was that I can remain calm when
facing difficulties because I rely on my coping skills (M 5.03).
As the second highest overall mean, the construct of self-esteem had an overall mean of
5.25. The highest rated individual survey item within this area was that I feel I can be successful
in my new role in college (M 5.63), while the lowest rated was that I can remain calm when
facing difficulties because I rely on my coping abilities (M 5.03).
Next in order was the construct of grit with an overall medium high mean (M 4.96). The
items measuring grit showed participants agreed most with the statement that they finish
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whatever they begin (M 5.17), and the least with the new ideas and projects never distract them
from previous ones (M 4.70).
The construct of family/friend support had the lowest overall mean, although it could still
be considered a medium low mean (M 4.54). The highest rated item was receiving support from
family (M 5.35), while the lowest was receiving support from neighbors or other community
members (M 3.76).
Overall, these findings reveal that these first-year community college students had high
motivation levels for attending school, and reported a fairly high level of self-esteem, and
medium levels of grit and self-efficiency. Support from family as an individual survey item was
high, while other personal supports from friends, roommates, and their community was lower.
Figure 3 offers a summary visual of each motivational driver construct, with the highest and
lowest rated survey item for each one.

Motivation (M 5.38)
Self-esteem (M 5.25)
Grit (4.96)
Self-efficacy (4.90)
Family/friends Support
(4.54)

Figure 3. Summary of motivation and other personal driver items.

• Obtain practical knowledge for my field study (M 5.58)
• Become a role model for my family ( M 5.28)

• I feel I can be successful in my new role in college (M 5.63)
• I can remain calm when facing difficulties because I rely on
my coping abilities (M 5.03)

• I finish whatever I begin (M 5.17)
• New ideas and projects never distract me from previous
ones (M 4.71)

• I can manage to solve difficult problems if I try hard enough
(M 5.54)
• It is easy for me to stick to my aims and accomplish my
goals (M 4.51)

• My family (M 5.35)
• My neighbors or other community member (M 3.76)
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Key Findings: Research Question 2
The second question focused on what academic, economic, social, and emotional
transition issues, if any, they identified as they moved from high school into the community
college environment. In order to address research question two, respondents used a 6-point
Likert scale of (1) Strongly disagree, and then (6) listed as strongly agree. Each of the survey
statements were worded in a positive manner (e.g., I had little difficulty), so the closer the mean
score was to 6, the fewer transition issues were identified in transition to the institution. The
closer the mean score was to 1, the more transition concerns existed for these first-year students
in this community college.
As shown in Figure 4 (using data extracted from Table 20 in Chapter 4), perceived social
transition issues had the highest mean (M 4.82), which meant that there were fewer concerns
with these issues, followed closely by academic issues (M 4.81) and emotional issues (M 4.79).
The lowest mean was for economic issues (M 4.22). In other words, students voiced
experiencing higher levels of economic transition issues, but it is also important to remember
that a mean of 6.0 would indicate no issues at all, so you can see that even the highest means in
this section still revealed transition issues in all areas, including social and academic exist to
some degree for many students.
Figure 4 offers a summary visual of each transition construct, with two individual items
listed within each (the highest mean, which meant the least concern, as well as the lowest mean,
which meant the highest concern).
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• I was always
responsible with my
time (M 5.31)
• I always got enough
sleep (M 5.24)

• Classes were
manageable(M 5.08)
• Overall, academic
work was good (M
4.56)

Social
(M 4.82)

Academic
(M 4.81)

Emotional
(M 4.79)

Economic
(M 4.22)

• I got along with my
relatives or peers.
living around me (M
5.38)
• I was never stressed
over grades (M 4.19)

• Adequate money to
live on (M 4.64)
• Adequate money to
pay for social things
(M 3.86)

Figure 4. Summary of transition issues items.
Key Findings: Research Question 3
The third question captures what transitional support is provided by the community
college, including counseling and student services, as well as support offered by faculty. In order
to address this research question, respondents used a 6-point Likert scale of (1) Strongly
disagree, and then (6) listed as strongly agree. The closer the score was to 6, the more an
individual perceived stronger transitional support received by the institution. The closer the score
was to 1, the more an individual perceived weaker transitional support received by the
institution.
Faculty transitional support. Respondents found valuable the support received by
faculty, although the mean for that construct was only 4.92 (medium high). The highest
individual item being that faculty provided good advice about their career program (M 5.30),
while the lowest mean individual item that faculty consider their feelings/emotional support (M
4.52).
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Counseling department and student services. Student were also asked to provide input
on any counseling and/or student services support, as well as participation in any
extracurricular activities. For these survey items, students were first asked if they have been
involved with such support or activities (i.e., not at all, a little, a lot, was not aware of it). If they
reported a little or a lot of involvement, then they were asked further questions about such
involvement.
Of the 396 respondents, 262 indicated that they had received a little or a lot of support via
courses offered by the counseling department, while 134 respondents noted they were not aware
of any such services (as shown Table 17 in Chapter 4). Respondents were also asked to answer
some questions about counseling department. The first question rated the overall level of impact
such services had in their personal growth, attitudes, and values during their first year using a
Likert scale ranging from (1) not real impact and then (6) listed as very great impact. Only
23.1% noted they had a great impact, followed by 20.5% indicating that they had a moderate
impact; the rest of respondents were divided among other options making a 56.4%. Overall, the
counseling department construct (M 4.11) was one of the lowest means compared to the other
independent variables.
Regarding extracurricular activities provided by student services, only 49 respondents
indicated their involvement, while 319 respondents noted they were not even aware of such
activities being available; those involved then went on to rate the extent of such involvement (see
Table 18 in Chapter 4). Sports were noted with the highest level of involvement (M 2.61), and
drama rated as the lowest (M 2.00).
Concerning support from the student services office, 280 respondents reported receiving
such support, while 116 respondents noted they were not aware of such services. Mentoring
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received the highest mean (M 4.13), and meal support the lowest (M 1.85) (See Figure 5). Those
receiving support were also asked to rate their overall level of satisfaction, with 131 respondents
(50.8%) indicating they were very greatly satisfied, 64 (25.3%) indicating being greatly satisfied,
and 69 (27.1%) indicating being moderately satisfied.
4.50

4.13

4.00
3.50
3.00
2.33

2.50
2.00

1.93

1.90

1.85

Financial aid

Dentistry aid

Meal support

1.50
1.00
0.50
0.00
Mentoring
Mentoring

Medical aid
Medical aid

Financial aid

Dentistry aid

Meal support

\

Figure 5.Mean for Student Services Support received by students.
Key Findings: Research Question 4
The fourth question focused on how the various constructs as captured via the survey
vary as broken down by students enrolled in the various academic areas offered by this
community college. This community college delivers 27 career programs clustered into seven
academic areas: health, tourism, information technologies, arts, electromechanics, industry, and
construction.
Parametric analyses were used to determine if there were statistically significant
difference among constructs of motivation, grit, family/friends support, self-efficacy and selfesteem, academic, economic, social, emotional, faculty, counseling, extracurricular activities and
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student services, several one-way ANOVAs were conducted with different academic areas. No
statistically significant differences were found among the constructs and the academic areas.
Key Findings: Research Question 5
The last research question focused on to what extent transition issues, motivational
drivers, and levels of support predict students’ first semester GPA and their commitment to
graduate. To address this research question multiple and logistic regressions were conducted.
The mean scores from the 13 constructs were used as the independent variables, with the
dependent variables of students’ GPA and commitment to graduate. Other independent variables
were also included in the regression equation as control variables, including recoded pre-college
information, gender, and age.
Correlation among variables. To examine the correlation strength of the independent
variables (Motivation, Grit, Family/friends support, Self-Efficacy, Self-esteem, Academic,
Economic, Social, Emotional, Faculty, Counseling Department, and Demographics (Gender and
Age)) with the outcome variables (Commitment to Graduate and GPA), a Pearson correlation
analysis was conducted. No predictor variables showed significant correlations with GPA,
whereas all but Age showed a significant correlation with Commitment to Graduate.
Regression analysis. The logistic regression model was statistically significant, χ2(5) =
32.311, p = .001 and according to the Nagelkerke R2 it explains 30.4% of the variation in the
dependent variable of commitment to graduate. Only two individual independent variables,
Counseling Department (p = .049) and Gender (p = .035) were statistically significant for the
dependent variable Commitment to Graduate. Of key interest is that when engagement in any
counseling department activities increased by 1.0 point, the probability of reporting agreement of
commitment to graduate would increase by 1.377 times (38%). The same occurs with the
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variable gender, whereby being a female makes the commitment to graduate increase by 72%
compared to males.
Grade point average. Lastly, outcomes of the hierarchical multiple regression
determined that when just the demographics are considered, first generation student scores
predicted and accounted for 3.4% of the variance on their GPA. While, when other factors are
included (models 2 and 3), first generation students remain statistically significant predictor for
GPA.
Discussion of Major Findings and Connections to Previous Research
In reference to motivational and personal drivers, results reveal that of these 326
Dominican students in their initial year of community college, 63.3% are first generation college
students, with ages that range from 26 to 57. On average, they reported fairly high motivation
levels for attending college (M 5.38, with 6.00 the highest on the scale) and levels of self-esteem
(M 5.25), and medium levels of grit (M 4.96) and self-efficiency (M 4.90). These data are
encouraging since previous research suggests a higher rate of academic motivation helps student
to excel in higher education (Cho & Heron, 2015; Malkoç & Sharma, 2018; Krumrei-Mancuso
et. al., 2013), as do those who display higher levels of grit and other emotional and social skills
(Duckworth et al., 2014; Parker et al., 2006).
Support from family as an individual survey item was fairly high (M 5.38), while other
personal supports from friends, roommates, and their community was lower, resulting in overall
family friend support at a medium level (M 4.54). This is both good and not-so-good news since
previous research has found that more concentrations of support from parents and friends predict
adjustment to college in the first year (Salami, 2011), although others have found that the role of
relationship with others is not as important as individual motivation (Carolan, 2013).
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In reference to transition issues, those related to economic issues were the highest
concern (M 4.22 where 6.00 would mean no issues at all), followed by about equal levels of
social (M 4.82), academic (M 4.81), and emotional (M 4.79) concerns, all of which were
medium high. It is important to remember that a mean of 6.0 would mean no issues at all, so
transition issues existed to some degree for many students. Thus, much can be learned by
examining each survey transition issue items in detail (as provided in Chapter 4), since previous
research has revealed that economic issues and adjustment are often things students do not
foresee when deciding to go to college; financial struggles determine student’s completion if
there is not a proper contingency plan (Devlin & McKay, 2018; Nadelson et al., 2013).
In reference to support from within the community college, respondents reported overall
medium high support from faculty (M 4.92, with 6.00 the highest level), with the highest
individual item being that faculty provided good advice about their career program (M 5.30), and
the lowest mean individual item that faculty consider their feelings/emotional support (M 4.52).
Overall, these reveals that many students do not feel strong connections or support from their
faculty. This raises concerns since previous research has affirmed the important role the studentfaculty interface is in college success (Cohen, 2018; Mayhew et al., 2016; Pascarella & Terenzini,
2005).

In reference to support from the counseling department, student services office, and
extracurricular activities, perhaps the greatest take-away from the large number of students who
reported they were not even aware of such services and activities. For these various supports,
134 (33.8%) students noted they were not aware of counseling services; 116 (29.3%) were not
aware of support from student services office, and 319 (80.5%) were not aware of any
extracurricular sports or clubs they could participate in. These data are of concern given previous
research that reveals campus experiences play an important role in students’ experiences, and
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path to success in higher education (Goodwin & Miller, 2003; Mayhew et al., 2016; Pascarella &
Terenzini, 2005).
For those who did report receiving support from the counseling office, only 43.6% noted
it had a great or moderate impact; overall, the counseling department construct (M 4.11) was one
of the lowest means. Such lower levels of awareness about counseling office services, and
overall satisfaction is of concern since previous research also reveals that counselors play a role
in student achievement and are often the ones most qualified of supporting students in making
academic resolutions that relate to their educational path (Drake, 2011).
Perhaps this study’s most important predictive outcome is that for every 1.0-point
increase in counseling service engagement, it predicts a 38% increase in their reported
commitment to graduate. This is a significantly large percentage of variance that levels of
counseling support accounts for, something under the control of most institutions.
The other major predictive outcome is that being a first generation student accounted for
3.4% of the variance in their GPA. This outcome was not surprising, other than it was fairly low,
since much previous research has revealed that first-generation college students are often at an
increased risk of not completing college (Crisp & Delgado, 2014; Engle & Tinto, 2008).
Overall, findings from my study align with other previous research, but what is of most
value is that such results add to the literature on higher education adjustment and transition in the
DR, and perhaps other developing countries like the DR. Prior to this study, most research done
on transition from high school to post-secondary education had been done in other countries,
nearly all being developed countries; there was no research that I could find on this topic within
the DR or other developing countries. My findings therefore add to research on adjustment and
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transition in higher education in DR, especially related to a new model of community colleges in
this country.
Recommendations for Leaders and Researchers in Higher Education
Recommendations to Higher Education Leaders
Many university leaders and stakeholders in the DR joined their efforts to create the first
community college, which is turn is helping to create a better future for many Dominican
citizens. The community college model is effectively implemented in many countries, and
leaders in the DR must take advantage of understanding the first-year transition issues of
students within this new model for their country. As part of continued program improvements,
results from this study can help guide future strategies for enhanced success. Specifically, I offer
several recommendations for leaders, faculty, and counselors within higher education.
First, I recommend that education leaders must raise awareness about various supports
and other programs already available within their institutions. Most importantly, it is essential to
realize the role counseling departments and student services can play in students’ lives, with the
first step making sure students are aware of various supports. When a student enters a higher
education institution, they need to be informed multiple times about every single service that is
offered, and not just information about academic programs. Counseling departments and student
services should work together to promote each service, workshop, and course offered. As found
in my study, many students come to an institution very motivated to succeed, but they need to
know where they can turn to for support as the need arises. Such services can build upon their
motivation, self-efficacy and grit to help them transition to their new roles as college students.
Second, educational leaders should focus on initiatives to work with faculty regarding
best practices to engage students within and outside the classrooms. Faculty must be viewed as
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understanding and accessible to students, so students feel comfortable approaching them with
any issues. The same holds true for all staff within the institution. All faculty and staff must
become aware of their important role in student's motivation, commitment, and further success,
contemplating how their attitudes and performance might be affecting students.
Third, information should be collected as part of the student’s application as to which
students are first generation in college, and that information should be acted upon by educational
leaderships to help ensure successful transitions for such students. This study, as well as many
others, continue to reveal how being first generation in college is a predictor of students’ GPA or
other measures of success. Knowing this information early in a student’s college career can help
target available support services as needed.
Recommendations for Future Research
Several topics should be considered for further research. First, it would be valuable to
study how communication systems can better inform each stakeholder within a community
college system. Faculty in a community college are all part-time and may only be on campus a
short time each work. Many community college students are working many hours each week in
addition to their courses. Studying how communication about things like counseling and student
services, as well as extracurricular offering, are currently shared would be of value.
Another study of interest would be to follow these first-year students during the next few
years, until they leave the college and/or graduate. Data now exists on their initial motivation
levels, personal supports, transition issues, and their intent to graduate. Yet, how many of these
students will actually graduate, and for those who do (or do not), that information could be
attached to these initial findings on their first year (since student ID numbers for gathered for
research purposes). Such issues could be considered not just as a predictor of intent to graduate,
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but actual graduation itself. A closer look at first generation students from the beginning through
graduation could also be a focus of this study.
Limitations and Delimitations
There are delimitations and limitations to my study findings. The most significant is that
the population for this study is the first and only Dominican community college and my
outcomes are therefore delimited to this specific population; therefore, results cannot be
widespread beyond that.
A key limitation is that students were asked questions about things they may not have
thought about before (e.g., motivation, self-esteem, grit), and they may have felt uncomfortable
sharing their emotions and feelings and exposing their way of life. While this was not raised as a
concern in my pilot testing, it still needs to be raised as a potential limitation.
Concluding Thoughts
It is essential that leaders and the growing researcher community in higher education
within the DR, and other developing countries, focus their work on enhanced student success.
While the outcomes of this study are generally aligned with previous research, it offers details
about important issues within a Dominican context for the first time.
The importance of many actors who are relevant to the learning process need to be
recognized (e.g., faculty, counselors, college staff), and attention to enhanced quality practices
are needed to help fulfill the needs and goals of society. Many non-traditional students pursue a
postsecondary education and want to succeed in that role; the first-year students in my study
reported high motivation to succeed and confidence in themselves. Having been a teacher for
more than 20 years, I consider faculty’s role of extreme significance in a community college
environment that mostly supports students with lower income backgrounds. DR’s first
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community college (ITSC) is the institution called to make a difference; it has the opportunity to
build an educational model that can serve as a referent for other institutions in the country.
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Adjustment in CC
Start of Block: Consent

Adjustment Issues as Students Transition from High School to the Dominican
Republic’s First Community College.
Please read this consent information before you begin the survey.
The purpose of this study is to identify the first-year experiences of first-year students
who attend the DR’s first community college. I hope to capture the academic, social and
emotional issues students may have encountered in their first year at this community college.
Additionally, I seek to understand what supports these students do or do not find in the
community college environment to assist them with their academic, social and emotional
adjustments as they transition to post-secondary education.
The survey will only take about 10 minutes of your time. Your responses are important
as they will help community college better understand what supports are needed for its
community college population.
In the end, you will have an opportunity to win one of five RD$ 1,000 (US$ 20) gift
card to Group CCN (Jumbo, Nacional Supermarket, or Cuesta National Center).
Your responses will be kept confidential, and they will not be connected to you in the data
analysis or results section of the survey. When you begin the survey, you are consenting to
participate in the study. If you do not consent, simply exit now. If, after beginning the survey you
decide that you do not wish to continue, you may exit at any time. You may also choose not to
answer a particular question for any reason. There are no right or wrong answers. What is
important is that you respond to each statement as honestly as you can.
Study approved by the Western Michigan University HSIRB on Month Day, Year
If you have any questions prior or during the study you may contact Dr. Louann Bierlein
Palmer at 269-387-3596, Alexandra Garcia at 829-730-1241, the Human Subjects Institutional
Review Board at 269-387-8293, or the Vice President for Research at Western Michigan
University at 269-387-8298.
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Thank you for your participation.

End of Block: Consent
Start of Block: Part A: Motivational Drivers

Respond to each statement based on how strongly you feel they describe you or your
experience, using the following 6-point Likert Scale:
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1. I was greatly motivated to come to the ITSC, so I could:
Strongly Moderately Somewhat
Somewhat
Disagree
Disagree
disagree
agree (4)
(1)
(2)
(3)

Moderately
Agree (5)

Strongly
agree (6)

Work toward
a better life.

o

o

o

o

o

o

Have
enhanced job
opportunities.

o

o

o

o

o

o

Become a
role model
for my
family.

o

o

o

o

o

o

Obtain a
quality
education.

o

o

o

o

o

o

Obtain
practical
knowledge
for my field
study.

o

o

o

o

o

o
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2. In reference to my motivation and grit,
Strongly
Moderately Somewhat
Disagree
Disagree
disagree
(1)
(2)
(3)

Somewhat
agree (4)

Moderately
Agree (5)

Strongly
agree (6)

New ideas
and
projects
never
distract me
from
previous
ones.

o

o

o

o

o

o

Obstacles
and delays
do not
discourage
me.

o

o

o

o

o

o

I finish
whatever I
begin.

o

o

o

o

o

o

I am
diligent.

o

o

o

o

o

o
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3. I received lots of support and help to be successful as a first year-student from:
Strongly
Moderately Somewhat
Somewhat Moderately
Disagree
Disagree
disagree
agree (4)
Agree (5)
(1)
(2)
(3)

Strongly
agree (6)

My family.

o

o

o

o

o

o

My
roommate
(leave
blank if
you do not
have one).

o

o

o

o

o

o

My friends.

o

o

o

o

o

o

My
neighbors
or other
community
members.

o

o

o

o

o

o

My former
high school
teachers.

o

o

o

o

o

o

4. Please respond to each of the following regarding your self-esteem and self-efficacy
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Strongly
Disagree
(1)

Moderately
Disagree
(2)

Somewhat
disagree
(3)

Somewhat
agree (4)

Moderately
Agree (5)

Strongly
agree (6)

I can manage to
solve difficult
problems if I
try hard
enough.

o

o

o

o

o

o

If someone
opposes me, I
can find the
means and
ways to get
what I want.

o

o

o

o

o

o

It is easy for me
to stick to my
aims and
accomplish my
goals.

o

o

o

o

o

o

Thanks to my
resourcefulness,
I know how to
handle
unforeseen
situations.

o

o

o

o

o

o

I can remain
calm when
facing
difficulties
because I can
rely on my
coping abilities.

o

o

o

o

o

o

I can find
several
solutions to a
problem.

o

o

o

o

o

o

I feel confident
even when
someone
criticizes me.

o

o

o

o

o

o
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I feel that I can
be successful in
my new role in
college.

o

o

o

o

o

o

End of Block: Part A: Motivational Drivers
Start of Block: Part B: Transition Issues

Respond to each statement based on how strongly you feel they describe you or your
experience, using the following 6-point Likert Scale:

5. During my first year/semester at ITSC, academically, I found that:
Strongly Moderately Somewhat
Somewhat Moderately
Disagree
Disagree
disagree
agree (4)
Agree (5)
(1)
(2)
(3)

Strongly
agree (6)

The classes
were easy.

o

o

o

o

o

o

The
professors
were
empathetic.

o

o

o

o

o

o

I adjust to a
collegestyle class
schedule
easily.

o

o

o

o

o

o

My
expectations
were higher.

o

o

o

o

o

o
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6. During my first year/semester at ITSC, economically, I found that I had enough money:
Strongly Moderately Somewhat
Somewhat Moderately Strongly
Disagree
Disagree
disagree
agree (4)
Agree (5)
agree (6)
(1)
(2)
(3)
To pay for
tuition.

o

o

o

o

o

o

To pay for
living
expensive.

o

o

o

o

o

o

o
o

o
o

o
o

o
o

o
o

o
o

o

o

o

o

o

o

To pay for
social things.
To live on.
To pay for
bus fare or
other
transportation
costs.
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7. During my first year/semester at ITSC, socially, I found that:
Strongly Moderately Somewhat
Somewhat
Disagree
Disagree
disagree
agree (4)
(1)
(2)
(3)

Moderately
Agree (5)

Strongly
agree (6)

I stayed up
too late.

o

o

o

o

o

o

I needed to
get more sleep
than I did.

o

o

o

o

o

o

I was
influenced to
do things that
I was
uncomfortable
doing.

o

o

o

o

o

o

I do not have
what it takes
to socialize
with other
people.

o

o

o

o

o

o

I could not
decide which
groups to join.

o

o

o

o

o

o

I was never
irresponsible
with my time.

o

o

o

o

o

o

I never partied
too much.

o

o

o

o

o

o
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8. During my first year/semester at ITSC, emotionally, I found that:
Strongly Moderately Somewhat
Somewhat
Disagree
Disagree
disagree
agree (4)
(1)
(2)
(3)

Moderately
Agree (5)

Strongly
agree (6)

I felt
lonely/alone.

o

o

o

o

o

o

I got along
with some
relative or
other peers
living
around me.

o

o

o

o

o

o

I was never
stressed over
grades.

o

o

o

o

o

o
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9. In reference to my teachers I can say:
Strongly Moderately Somewhat
Strongly
Somewhat Moderately
Disagree
Disagree
disagree
agree
agree (4)
Agree (5)
(1)
(2)
(3)
(6)
Their ongoing
feedback around
classroom issues
helps me grow.

o

o

o

o

o

o

I feel comfortable
to tell them I
do/do not
understand
something.

o

o

o

o

o

o

They
continuously
move around the
classroom and
talk to me.

o

o

o

o

o

o

Their questions
help me to
understand.

o

o

o

o

o

o

They consider my
feelings/emotional
support.

o

o

o

o

o

o

They have
provided good
advice about my
career program.

o

o

o

o

o

o

End of Block: Part B: Transition Issues
Start of Block: PART C: ITSC support with orientation department and academic processes
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10. To what extent did you receive any support from ITSC's counseling office?

o None
o A little
o A lot
o Was not aware of any available services from them
1.

Display This Question:
2. If To what extent did you receive any support from ITSC's counseling office? = A little
3. Or To what extent did you receive any support from ITSC's counseling office? = A lot

11. To what extent did you receive support for these issues from the counseling office?
To a
To a very
Not at all To a small
To some
To a great
moderate
great
(1)
extent (2)
extent (3)
extent (5)
extent (4)
extent (6)
Study
techniques.
Self-control.
Stress
management.
Conflict
resolution.
Emotional
intelligence.

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o
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12. How satisfied are you overall with support from the counseling office?

o Not at all satisfied
o Slightly satisfied
o Somewhat satisfied
o Moderately satisfied
o Greatly satisfied
o Very greatly satisfied
13. To what extent are you engaged in any extra-curricular group, clubs or sports at ITSC?

o None
o A little
o A lot
o Was not aware of any available extra-curricular groups I could join
4.

Display This Question:
5. If To what extent are you engaged in any extra-curricular group, clubs or sports at ITSC? = A little
6. Or To what extent are you engaged in any extra-curricular group, clubs or sports at ITSC? = A lot
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14. To what extent are you involved with the following groups
To a
Not at all
To a small
To some
moderate
(1)
extent (2)
extent (3)
extent (4)
Drama
Dancing
Sports

o
o
o

To a great
extent (5)

o
o
o

o
o
o

o
o
o

o
o
o

Moderately
Disagree
(2)

Somewhat
Disagree
(3)

Somewhat
Agree (4)

Moderately
Agree (5)

To a very
great
extent (6)

o
o
o

15. Overall,
Strongly
Disagree
(1)

Strongly
Agree (6)

Extracurricular
activities
enhance my
selfconfidence.

o

o

o

o

o

o

My grades
improve when
I am involved
in
Extracurricular
activities.

o

o

o

o

o

o
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16. To what extent did you receive any help from the student services office at ITSC?

o None
o A little
o A lot
o Was not aware of any available services from them
7.

Display This Question:
8. If To what extent did you receive any help from the student services office at ITSC? = A little
9. Or To what extent did you receive any help from the student services office at ITSC? = A lot

17. To what extent did you receive any of the following from the student services office?
To a
To a very
Not at all
To a small
To some
To a great
moderate
great
(1)
extent (2)
extent (3)
extent (5)
extent (4)
extent (6)
Mentoring
Financial
aid
Medical
aid
Dentistry
aid
Meal
support

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o
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18. Overall, how much have such services had an impact on your personal growth, attitudes, and
values?

o No real impact
o Very little impact
o Some impact
o Moderate impact
o Great impact
o Very great impact

131
19. Overall,
Strongly
disagree
(1)

Disagree
(2)

Somewhat
disagree
(3)

Somewhat
agree (4)

Agree (5)

Strongly
agree (6)

I am
getting all
the support
I need from
ITSC to be
a
successful
student.

o

o

o

o

o

o

I am very
proud of
being part
of the
ITSC.

o

o

o

o

o

o

I am likely
to
recommend
the ITSC to
my friends.

o

o

o

o

o

o

My
transition
from high
school to
ITSC went
very well.

o

o

o

o

o

o

End of Block: PART C: ITSC support with orientation department and academic processes
Start of Block: Open Ended questions

20. Please share any areas of concern that you are having during your first year here at ITSC.
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
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________________________________________________________________

21. Please share anything that ITSC could be doing more of to support your success here at the
institution
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
End of Block: Open Ended questions
Start of Block: PART D: DEMOGRAPHICS

22. What is your gender?

o Male
o Female
o Prefer do not answer
23. How old are you?
________________________________________________________________

24. What year did you originally start at the ITSC?
▼ 2019 (1) ... 2013 (7)
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25. What is the highest level of schooling one or both of your parents have completed?

o None
o Elementary
o High school
o Technical
o Bachelor Degree
o Master Degree
o Doctoral
26. what kind of courses are you taking now at ITSC? (Check all that apply)

▢
▢
▢

Common Core Courses
Noncurricular courses
Remedial Courses
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27. In which career program are you enrolled at ITSC?

o Arts
o Industrial
o Mechanics
o Information Technologies
o Health
o Tourism
o Construction
28. Where did you finish your secondary studies?

o Public high school
o Private high school
o CENAPEC
o PREPARA
o Radio Phonic School
o Quisqueya Aprende Contigo
o Vocational School
o Polytechnic
End of Block: PART D: DEMOGRAPHICS
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Proceso de ajuste de los estudiantes en transición de la escuela secundaria al primer
colegio comunitario de la República Dominicana.
Lea esta información de consentimiento antes de comenzar la encuesta.
El propósito de este estudio es identificar las experiencias de los estudiantes de primer
año que asisten a la primera universidad comunitaria de la RD. Espero capturar los problemas
académicos, sociales y emocionales que los estudiantes pueden haber encontrado en su primer
año en este colegio comunitario. Además, trato de comprender qué apoyos encuentran o no estos
estudiantes en el entorno de las universidades comunitarias para ayudarlos con sus ajustes
académicos, sociales y emocionales a medida que hacen la transición a la educación
postsecundaria.
La encuesta solo tomará unos 10 minutos de su tiempo. Sus respuestas son importantes ya que
ayudarán a la universidad comunitaria a comprender mejor qué tipo de apoyo se necesita para su
población de universidades comunitarias.
Al final, tendrá la oportunidad de ganar una de las cinco tarjetas de regalo de RD $
1,000 (US $ 20) para el Grupo CCN (Jumbo, Supermercado Nacional o Centro Nacional
Cuesta).
La información que proporcione será tratada como altamente confidencial; nadie verá sus
respuestas a las preguntas que no sean el asesor y el estudiante investigador. También estamos
solicitando el permiso para obtener los registros académicos y universitarios de los participantes
y así obtener su GPA. (De conformidad con la Ley de Derechos y Privacidad de la Educación
Familiar (FERPA) DE 1974 [legislación de EE. UU.]). Su nombre o ID de estudiante alguna vez
estarán conectados a cualquiera de los resultados reportados.
La información no identificada (anónima) recopilada para esta investigación puede ser utilizada
o distribuida a investigadores para otra investigación sin obtener su consentimiento nueva vez.
Cuando comienza la encuesta, está dando su consentimiento para participar en el estudio. Si no
da su consentimiento, o después de comenzar la encuesta decide no continuar simplemente
siéntese tranquilo en la computadora hasta que los demás terminen. También puede optar por no
responder una pregunta en particular por ningún motivo. No hay respuestas correctas o
incorrectas. Lo importante es que responda a cada declaración lo más honestamente que pueda.
Estudio aprobado por la Western Michigan University HSIRB el Mes Día, Año
Si tiene alguna pregunta antes o durante el estudio, puede comunicarse con la Dr. Louann
Bierlein Palmer al 269-387-3596, Alexandra García al 829-730-1241, la Junta de Revisión
Institucional de Asuntos Humanos al 269-387-8293, o el Vicepresidente de Investigación en la
Western Michigan University al 269-387-8298.
*Por favor introduzca su matrícula de estudiante (Esto es confindencial)
________________________________________________________________
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Responda cada aseveracion basado en que tan totalmente siente que describe su experiencia, usando la
siguiente escala de 6 puntos:
1. Yo estaba altamente motivado (a) de venir al ITSC, por eso podria:
Totalmente
Moderadamente
Algo en
Algo de
en
en desacuerdo
desacuerdo
acuerdo
desacuerdo
(2)
(3)
(4)
(1)

Moderada,emte
de
acuerdo
(5)

Totalmente
de acuerdo
(6)

Trabajar
hacia una
vida mejor.

o

o

o

o

o

o

Tener
mejores
oportunidades
laborales.

o

o

o

o

o

o

Ser un
modelo a
seguir para
mi familia.

o

o

o

o

o

o

Obtener una
educación de
calidad.

o

o

o

o

o

o

Obtener
conocimiento
practico en
mi area.

o

o

o

o

o

o

2. En referencia a mi determinacion,
Totalmente
en
desacuerdo
(1)

Nuevas
ideas y
proyectos
nunca me
distraen de
los
anteriores.
Los
obstáculos y
las demoras

Moderadamente
en
desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

o

o

o

o

o

o

o

o

o

o

o

o
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no me
desaniman.
Yo siempre
termino lo
que sea que
comienzo.
Yo soy
diligente.

o

o

o

o

o

o

o

o

o

o

o

o

3. He recibido mucho soporte y ayuda para ser exitoso (a) como estudiante de primer año desde:
Totalmente
en
desacuerdo
(1)
Mi familia.
Mi
companero
(a) de casa
(Dejar en
blanco si no
tiene).
Mis amigos.
Mis vecinos
u otros
miembros de
la
comunidad.
Mis
maestros de
la escuela.

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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4. Por favor responda a cada una de las siguientes aseveraciones concernientes a su auto
estima y auto eficacia:

Totalmente
en
desacuerdo
(1)
Puedo lograr
resolver
problemas
difíciles si me
esfuerzo lo
suficiente.

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

o

o

o

o

o

o

o

o

o

o

o

o

Es fácil para
mí cumplir
con mis
objetivos y
lograrlos.

o

o

o

o

o

o

Gracias a mi
ingenio, sé
cómo manejar
situaciones
imprevistas.

o

o

o

o

o

o

o

o

o

o

o

o

Si alguien se
opone a mí,
puedo
encontrar los
medios y las
formas de
obtener lo que
quiero.

Puedo
mantener la
calma cuando
enfrento
dificultades
porque puedo
confiar en mis
habilidades de
confrontación.
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Puedo
encontrar
varias
soluciones a
un problema.

o

o

o

o

o

o

Me siento
seguro incluso
cuando
alguien me
critica

o

o

o

o

o

o

o

o

o

o

o

o

Siento que
puedo tener
éxito en mi
nuevo rol en
la
universidad.

End of Block: Part A: Motivational Drivers
Start of Block: Part B: Transition Issues

Responda cada aseveracion basado en que tan totalmente siente que describe su
experiencia, usando la siguiente escala de 6 puntos:
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5. Durante mi primer año en el ITSC, academicamente, encontre que:
Totalmente
en
desacuerdo
(1)

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

Las clases
fueron
faciles.

o

o

o

o

o

o

Mis notas
fueron
buenas.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Me ajuste al
estilo de la
universidad y
horario de
clases
facilmente.
Mis
expectativas
generales
eran mas
altas que las
encontradas.
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6. Durante mi primer año en el ITSC, economicamente, he encontrado que tengo suficiente
dinero para:
Totalmente
en
desacuerdo
(1)
Pagar por las
cuotas

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

o

o

o

o

o

o

Pagar por el
costo de la
vida.

o

o

o

o

o

o

Pagar por
actividades
sociales.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Vivir
normalmente.
Pagar por los
pasajes y
otros gastos
de transporte.
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7. Durante mi primer año en el ITSC, socialmente, he encontrado que:
Totalmente
en
desacuerdo
(1)

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

Nunca he
permanecido
hasta muy
tarde.

o

o

o

o

o

o

No he
necesitado mas
horas de sueno.

o

o

o

o

o

o

o

o

o

o

o

o

Tengo muchas
habilidades
sociales.

o

o

o

o

o

o

He podido
saber a que
grupos unirme.

o

o

o

o

o

o

He sido
responsable
con mi tiempo.

o

o

o

o

o

o

o

o

o

o

o

o

Nunca he sido
influenciado ha
hacer cosas que
me siento
incomodo al
hacerlas.

No he festejado
demasiado.

8. Durante mi primer año en el ITSC, emocionalmente, he encontrado que:
Totalmente
en
desacuerdo
(1)
Nunca me he
sentido muy
solo.
Me llevo bien
con algún
pariente u
otro
compañero

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

o

o

o

o

o

o

o

o

o

o

o

o
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que vivía a mi
alrededor.
No he estado.
muy estresado
por las
calificaciones.

o

o

o

o

o

o

9. En referencia a mis maestros puedo decir:
Totalmente
en
desacuerdo
(1)

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

Sus comentarios
continuos sobre
los problemas
del aula me
ayudan a crecer.

o

o

o

o

o

o

Me siento
cómodo al
decirles que
entiendo / no
entiendo algo.

o

o

o

o

o

o

Se mueven
continuamente
por el aula y me
hablan.

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

Sus preguntas
me ayudan a
entender.
Consideran mis
sentimientos /
apoyo
emocional.
Han
proporcionado
buenos consejos
sobre mi
programa de
carrera.
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End of Block: Part B: Transition Issues
Start of Block: PART C: ITSC support with orientation department and academic processes
10. ¿En qué medida recibió algún apoyo de la oficina de asesoramiento de ITSC?
Nunca

o
o
o
10.

Un poco
Mucho
No estaba al tanto de ningún servicio disponible de ellos
Display This Question:

11. If To what extent did you receive any support from ITSC's counseling office? = A little
12. Or To what extent did you receive any support from ITSC's counseling office? = A lot
11. ¿En qué medida recibió apoyo para estos problemas de la oficina de asesoramiento?
En ninguna
En pequena
En alguna
En moderada
En buena
medida
medida
medida
medida
medida
(1)
(2)
(3)
(4)
(5)
Tecnicas de
estudio.
Auto-control.
Manejo de
stress.
Solucion de
conflict.
Inteligencia
emocional.

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

o
o
o
o
o

12. ¿Qué tan satisfecho está en general con el apoyo de la oficina de asesoramiento?

o
o
o
o
o

En excelente
medida
(6)

o
o
o
o
o
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o
o
o
o
o
o

Para nada satisfecho
Ligeramente satisfecho
Algo satisfecho
Moderadamente satisfecho
Muy satisfecho
Altamente satisfecho

13. ¿En qué medida participa en algún grupo extracurricular, clubes o deportes en ITSC?
Ninguno

o
o
o
13.

Un poco
Mucho
No estaba al tanto de ningún grupo disponible que pudiera unirme

Display This Question:
14. If To what extent are you engaged in any extra-curricular group, clubs or sports at ITSC? = A little
15. Or To what extent are you engaged in any extra-curricular group, clubs or sports at ITSC? = A lot

14. ¿Hasta qué punto está involucrado con los siguientes grupos?
En ninguna
En pequena
En alguna
medida
medida
medida
(1)
(2)
(3)
Drama

Baile

Deportes

o
o
o

o
o
o

o
o
o

En moderada
medida
(4)

o
o
o

En buena
medida
(5)

o
o
o

En excelente
medida
(6)

o
o
o

146

15. De manera general,
Totalmente
en
desacuerdo
(1)
Las actividades
extracurriculares
mejoran mi
autoestima.
Mis
calificaciones
mejoran cuando
participo en
actividades
extracurriculares.

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

o

o

o

o

o

o

o

o

o

o

o

o

16. ¿En qué medida recibió ayuda de la oficina de servicios estudiantiles de ITSC?

o
o
o
o
16.

Totalmente
de acuerdo
(6)

Ninguno
Un poco
Mucho
No estaba al tanto de ningún servicio disponible

Display This Question:
17. If To what extent did you receive any help from the student services office at ITSC? = A little
18. Or To what extent did you receive any help from the student services office at ITSC? = A lot

17. ¿En qué medida recibió algo de lo siguiente de la oficina de servicios estudiantiles?
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En ninguna
medida
(1)
Tutoria
Ayuda
financiera
Ayuda
medica
Ayuda dental
Beca de
comida

o
o
o
o
o

En pequena
medida
(2)

o
o
o
o
o

En alguna
medida
(3)

o
o
o
o
o

En moderada
medida
(4)

o
o
o
o
o

En buena
medida
(5)

o
o
o
o
o

En excelente
medida
(6)

o
o
o
o
o

18. De manera general, how much have such services had an impact on your personal growth,
attitudes, and values?

o
o
o
o
o
o

Ningun impacto real
Muy poco impacto
Algun impacto
Moderado impacto
Buen impacto
Excelente impacto
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19. De manera general,
Totalmente
en
desacuerdo
(1)
Estoy
obteniendo
todo el
apoyo que
necesito de
ITSC para
ser un
estudiante
exitoso.

Moderadamente
en desacuerdo
(2)

Algo en
desacuerdo
(3)

Algo de
acuerdo
(4)

Moderadamente
de acuerdo
(5)

Totalmente
de acuerdo
(6)

o

o

o

o

o

o

Estoy muy
orgulloso de
ser parte del
ITSC.

o

o

o

o

o

o

Es probable
que
recomiende
el ITSC a
mis amigos.

o

o

o

o

o

o

o

o

o

o

o

o

Mi
transición de
la escuela
secundaria al
ITSC fue
muy bien.

20. Cuéntanos, que tan de acuerdo estás con la siguiente afirmación:
Totalmente
en
desacuerd
o (1)
Estoy
firmemente
comprometid
o a obtener
mi título
técnico
superior en el
ITSC.

o

Moderadament
e en
desacuerdo (2)

o

Algo en
desacuerd
o (3)

o

Algo de
acuerd
o (4)

o

Moderadament
e de acuerdo
(5)

o

End of Block: PART C: ITSC support with orientation department and academic processes

Totalment
e de
Acuerdo
(6)

o
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Start of Block: Open Ended questions
21. Por favor comparta cualquier área de preocupación que tenga durante su primer año aquí en ITSC.

________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________

22.. Por favor comparta cualquier cosa que ITSC podría estar haciendo más para apoyar su éxito aquí en la
institución

________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
End of Block: Open Ended questions
Start of Block: PART D: DEMOGRAPHICS
23. ¿Cuál es su género?
Masculino

o
o

Femenino
Prefiero no responder
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24. Cuantos años tiene?
________________________________________________________________

25. En que año entro al ITSC?
▼ 2019 (1) ... 2013 (7)

26. ¿Cuál es el nivel más alto de educación que uno o ambos de tus padres han completado?

o
o
o
o
o
o
o

Ninguno
Basica
Secundaria
Tecnica
Licenciatura
Maestria
Doctorado

27. ¿Qué tipo de cursos estás tomando ahora en ITSC? (Marque todo lo que corresponda)

▢
▢
▢

Cursos básicos comunes

Cursos no curriculares

Cursos de recuperación
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28. ¿En qué programa de carrera estás inscrito en ITSC?
Artes

o
o
o
o
o
o

Industrial
Mecanica
Tecnologia de la informacion
Salud
Turismo
Construccion

29. Donde termino sus estudios secundarios?

o
o
o
o
o
o
o
o

Escuela Publica
Escuela Privada
CENAPEC
PREPARA
Escuela Radio fonica
Quisqueya Aprende Contigo
Escuela vocacional
Politecnico

End of Block: PART D: DEMOGRAPHICS
¡Gracias por tu participación!
Ingrese tu número de teléfono para participar en el sorteo para ganar uno de los bonos de RD$1,000 para usarlo en el
Grupo CCN (Jumbo, Supermercado Nacional o Centro Nacional Cuesta).
________________________________________________________________
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Appendix C
Instruction Script for Survey at ITSC’s Computer Labs.
(English/ Spanish)
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SURVEY INSTRUCTION SCRIPT
Hi, my name is Alexandra Garcia. I am a doctoral student from the Educational Leadership
Research and Technology from Western Michigan University and a researcher in the field of
Community College Student Success.
As you know here at ITSC, the Dominican government is implementing a new educational
model in the country and is of our interest to study about how you and other Dominican succeed
in obtaining this associate degree.
In that sense, we request your collaboration by filling this survey in the most sincere and neutral
way possible, regarding how to identify the first-year experiences of first-year students who
attend the DR’s first community college. I hope to capture the academic, social and emotional
issues students may have encountered in their first year at this community college along with
some questions from your academic, work, and demographic background.
This survey is confidential, which means, we will not share data that identifies any participant.
Participation is completely voluntary. The survey will only take more or less 10 minutes of your
time. At the end, you will have an opportunity to win one of five RD$ 1,000 (US$ 20) gift card
to Group CCN (Jumbo, Nacional Supermarket, or Cuesta National Center). If you don’t agree to
participate you can stay quietly or doing something else until your classmate complete the survey
and you will not suffer any consequences. Participating in this online survey indicates your
consent for the use of the answers you supply.
If you have any question before or during the survey you can ask me any time or contact these
numbers: (Show on screen)
- Dr. Louann Bierlein Palmer at 269 387-3596
- Alexandra Garcia at 829-730-1241
- Chair, Human Subjects Institutional Review Board at 269-387-8293
- Vice President for Research at 269-387-8298
Thank you very much!
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INSTRUCCIONES DE ENCUESTA
Hola, mi nombre es Alexandra García. Soy una estudiante de doctorado de Investigación,
Tecnología y Liderazgo Educativo de la Universidad de Western Michigan e investigador en el
campo del éxito estudiantil en los colegios comunitarios.
Como saben aquí en ITSC, el gobierno dominicano está implementando un nuevo modelo
educativo en el país y nos interesa estudiar cómo usted y otros dominicanos logran obtener este
título de asociado.
En ese sentido, solicitamos su colaboración al completar esta encuesta de la manera más sincera
y neutral posible, con respecto a identificar las experiencias de los estudiantes de primer año que
asisten a la primera universidad comunitaria de la RD. Espero capturar los problemas
académicos, sociales y emocionales que los estudiantes pueden haber encontrado en su primer
año en este colegio comunitario. Además, trato de comprender qué apoyos encuentran o no estos
estudiantes en el entorno de las universidades comunitarias para ayudarlos con sus ajustes
académicos, sociales y emocionales a medida que hacen la transición a la educación
postsecundaria más algunas preguntas de antecedentes académico, trabajo y demográficos.
Esta encuesta es confidencial, lo que significa que no compartiremos datos que identifiquen a
ningún participante.
La participación es completamente voluntaria. La encuesta solo tomará menos de 10 minutos de
su tiempo. Al final, tendrá la oportunidad de ganar una de las cinco tarjetas de regalo de RD $
1,000 (US $ 20) para el Grupo CCN (Jumbo, Supermercado Nacional o Centro Nacional
Cuesta). Si no acepta participar, puede quedarse tranquilo o hacer otra cosa en la computadora
hasta que sus compañeros completen la encuesta sin sufrir ninguna consecuencia. Participar en
esta encuesta indica su consentimiento para usar las respuestas que proporciona.
Si tiene alguna pregunta antes o durante la encuesta, puede preguntarme en cualquier momento
o comunicarse con estos números: (Mostrar en pantalla)
- Dr. Louann Bierlein Palmer al 269 387-3596
- Alexandra García al 829-763-2840
- Presidente, Junta de Revisión Institucional de Asuntos Humanos al 269-387-8293
- Vicepresidente de Investigación al 269-387-8298
¡Muchas gracias!
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Appendix D
Site Approval
(English/Spanish)
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